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ABSTRACT 
GOING BEYOND BASAL READERS: SUPPORTS AND CONSTRAINTS 
IN AN ELEMENTARY SCHOOL SETTING 
SEPTEMBER, 1989 
TORAN ELIZABETH ISOM, B.S.E., UNIVERSITY OF CENTRAL ARKANSAS 
M.S.E., UNIVERSITY OF CENTRAL ARKANSAS 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Masha K. Rudman 
Basal readers have been a primary source of reading material in ele¬ 
mentary schools across the United States for years. Yet a growing move¬ 
ment toward bringing more real literature to the reading program has been 
occurring in recent years. 
This study chronicles over the course of a semester the reading pro¬ 
gram in an urban elementary school with a majority of Hispanic students 
for the purpose of examining what factors support and what elements con¬ 
strain the movement toward literature-based reading. 
The study describes reading events in three classrooms over the 
term to determine whether or not change occurred. A second focus of the 
study is an examination of teacher and administrator beliefs and how 
these beliefs were or were not put into practice. The third focus of 
the study documents specific supports and constraints school personnel 
identified as helping or hindering the process of going beyond the basal 
reader. 
Data were gathered throughout the study from observations and inter¬ 
views. Additionally, a Reading Decisions Questionnaire, a Reading Models 
V 
Opinionnaire, Whole Language Definitions, and Weekly Reading Profiles 
were used to collect data. 
Data showed that respondents viewed reading differently, depending 
on their role in the school. Individuals did tend to put their beliefs 
into action, although the extent to which they did so was bound, at 
times, by system constraints. Changes were observed in the reading pro¬ 
gram, although literature was sometimes used as a special event, rather 
than a primary source of reading for some reading groups. Student 
teachers felt support when paired with teachers who were willing to 
innovate. Issues of accountability were found to be constraining. 
Teacher and student reactions to literature projects were decidedly 
positive, with such projects fostering greater movement, classroom 
involvement, a tangible joy in learning on the part of students, and a 
greater enthusiasm in instruction on the part of teachers. 
vi 
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CHAPTER I 
INTRODUCTION, PROBLEM STATEMENT, BACKGROUND 
Introduction 
The purpose of this study was to examine how three classrooms 
within an elementary school in a low socioeconomic neighborhood with a 
majority of Hispanic students tried to go beyond basal readers in bring¬ 
ing literature into the school reading program. Of particular interest 
were which elements supported this movement and which elements were con¬ 
straints, especially in classrooms whose teachers were taking beginning 
steps in this direction. 
In order to explore these supports and constraints, the following 
questions were used to guide this study: 
1. What observable changes in an elementary school reading pro¬ 
gram can occur over the course of a semester? 
2. How are beliefs and theoretical orientations of teachers and 
administrators translated into classroom practice? 
3. What specific elements do school personnel view as supporting 
moving beyond basals and what elements do they see as constraining? 
Statement of Problem 
Children's literature-based reading or the process approach, as it 
is also known, has come into greater use over the past decade (Altwerger 
et al., 1987). Still, there is a considerable population which misunder 
stands the approach or knows nothing of its existence. 
1 
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Some school principals are now including in their building goals or 
prioritizing in other ways a number of language arts aims directly 
related to literature-based reading and a whole language approach 
(Bingham & Allen, 1986). Yet constraints exist in the schools which 
work against a full and effective use of the approach. A number of 
administrators are now viewing themselves as curricular leaders, rather 
than building managers (Lohr & McGrevin, 1987). But their background may 
not include a broad enough base in the philosophy and techniques of teach¬ 
ing reading to help them implement the programs that would foster the 
greatest literacy among the student population. Additionally, they may 
have concerns about funding. 
A growing number of teachers are expressing a desire or a willing¬ 
ness to look beyond basal readers as the totality of their reading pro¬ 
grams. They are experiencing with whole language techniques and success¬ 
fully using literature, beyond basal readers, to some degree. Still, 
they are often beset with their own doubts and are sometimes thwarted in 
their efforts by demands inherent in their existing school environment 
(Woolsey, 1987). 
Some student teachers coming from university programs which empha- 
size a literature-based approach (such as the Integrated Day Program at 
the University of Massachusetts at Amherst) are eager to try the 
methodologies they have learned. A good number are able to do so, while 
others succumb to elements working against them. 
All the groups of people mentioned above must deal with the growing 
problem of "aliteracy," or readers who can read but do not. A number of 
researchers write that, apart from emphasizing the skills of reading, it 
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is beneficial if schools focus on the child's attitude toward reading as 
well (Fredericks, 1982; Heathington & Alexander, 1984). 
Dr. Glenna Sloan has written, "The literature person, however, is 
not one who knows how to read, but one who reads: fluently, respon¬ 
sively, critically, and because he wants to" (Sloan, 1984, p. 1). There¬ 
fore, administrators and teachers must consider which reading program 
will most enable children to want to read. Going beyond basals, a first 
step toward literature-based reading, can be an answer. 
Organization of Study 
This study chronicled an elementary school reading program as it 
existed in three classrooms over a semester. In each classroom, a class¬ 
room teacher, a reading teacher, and a student teacher were present dur¬ 
ing the reading period. The study sought to ascertain which elements 
supported going beyond basal readers and which elements were constrain¬ 
ing. 
The study included a review of the literature in the following 
areas: 
1. Writings which discuss the theory and thought behind 
literature-based reading and articles containing 
descriptions of programs that have moved beyond basal 
readers and towards this approach (Gunderson & Shapiro, 
1988). 
2. Articles pertinent to the subject of the process of 
change in elementary school (Fullan, 1985; Hord & 
Huling-Austin, 1986). 
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3. Articles that describe the role of teacher beliefs 
about reading (Harste, 1978; Kagan, 1988). 
4. Writings concerning the implications of the role of 
the administrators in the reading program and their 
impact on the program and on the organizational climate 
of the school (Finn & McKinney, 1986; Young, 1988). 
The collection of data on which the study was primarily based took 
place in the Fall 1988 semester. Three classrooms served as focal points 
in presenting a picture of what the reading program actually looked like 
in those settings. These classrooms were studied because they had class¬ 
room teachers who agreed to work with student teachers. 
Data Collection 
The researcher conducted a series of interviews with key persons in 
the elementary school being studied. These included the classroom teach¬ 
ers, reading teachers, and student teachers in the three classrooms being 
highlighted, as well as the building principal and language arts coordi¬ 
nator. The researcher also interviewed the city reading coordinator, a 
city desegregation officer, and the superintendent of schools. This 
presented a multidimensional picture of those involved who helped to 
shape the school reading program or who could provide background informa- 
tion. 
The interview format included a listing of pertinent questions which 
served as a guide, but were not followed verbatim. This allowed for a 
conversational interview which was adapted according to the individual 
situation, as recommended in literature on ethnographic interviewing 
(Spradley, 1979). 
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The interviews, in addition to published research, provided informa¬ 
tion concerning specific supports and constraints related to the use of 
literature-based reading in the classroom. 
Fourteen people were interviewed for this study. Eleven elementary 
school personnel were interviewed at the school site. The three city 
administrators were interviewed away from the elementary school site. 
Participants were advised of the purpose of the study, were told they 
would remain anonymous in the writings, and were informed that they could 
drop out at any time. 
Some questions which guided teacher interviews were: 
1. What does reading look like in your classroom? 
2. In what ways do you bring in literature beyond the 
basal? 
3. How do evaluation techniques affect the reading 
program? 
4. In what ways do you feel supported in moving beyond 
the basal? 
5. In what ways do you feel constrained? 
6. How is voluntary reading handled? 
7. What is your idea of an ideal reading program? 
8. What specific student outcomes are important to you? 
9. What effect have university courses had upon you? 
10. Describe yourself as a reader. 
6 
Questions for nonclassroom personnel varied somewhat, according to 
the person's role. Questions for administrators included: 
1. What factors precipitated your making changes in the 
language arts program? 
2. Describe some of the desired changes. 
3. To what extent were teachers involved in the 
decision-making? 
4. How do you view the impact of the computer on reading 
in your program? 
5. What benefits or advantages have you observed con¬ 
cerning the inclusion of trade books in the reading 
curriculum? 
6. What, if any, disadvantages have you seen? 
7. Describe your ideal reading program. 
8. What sort of time frame is realistic to consider in 
making changes in the reading program? 
9. What economic considerations, if any, affect greater 
use of trade books? 
10. How may reading specialists be used as agents of 
change? 
11. Discuss the stated goals of your program as they 
relate to basal readers and literature. 
A "Reading Decisions Questionnaire" and a "Reading Models 
Opinionnaire" adapted by the researcher with the input of her Doctoral 
Committee were also used to obtain a greater understanding of the way the 
reading program worked. The questionnaire yielded information about how 
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reading decisions were made at the school. The opinionnaire provided a 
vehicle for discussing beliefs about reading during the interviews. 
Both instruments were used with on-site administrators and teachers. 
Additionally, these persons were asked to give their definition of and 
their reaction to the concept of whole language. 
Other data were obtained through the student teachers who wrote 
weekly reading profiles describing what reading activities had occurred 
in the classroom during that week. This yielded an ongoing record of 
classroom events from the perspective of the student teacher. 
The researcher visited each of the three classrooms to obtain a 
picture of what reading looked like at different points in the semester. 
These written observations describe what reading activities occurred at 
the beginning, the middle, and the end of the semester. In an effort to 
obtain data in an unobtrusive manner, the researcher relied on field 
notes, an audio tape recorder, and standard record-keeping strategies, 
such as observer-made maps of the room, descriptions of hall and library 
displays, and lists of reading materials in classrooms. 
Data collection took place within one elementary school. The value 
of focusing on a single school has been emphasized by Goodlad: "For 
nearly two decades, I have been espousing the idea that the individual 
school is the key unit for change" (Quinby, 1985, p. 16). The idea of 
examining school culture is a concept which has stood the test of time. 
Some twenty years ago, Seymour Sarason's work demonstrated the value of 
examining school culture (Sarason, 1972). 
The culture of Martin Elementary School, the school selected for 
this study, was studied both through data collection devices and through 
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data analysis. These two areas are often seen by ethnographers as 
interactive processes. Therefore the researcher collected data and 
analyzed it throughout the course of the study, but the majority of the 
analysis came near the end of the study. 
Data Analysis 
The researcher referred to the original three questions in the 
introduction of the study as guides for analyzing the data, using an 
ethnographic style adapted from Spradley (1979) and Goetz and LeCompte 
(1984). Analysis of interviews with administrators and nonclassroom 
personnel dealt with their beliefs about reading and how they saw their 
role in shaping the reading climate in the school. Analysis of inter¬ 
views with teachers and student teachers examined their beliefs about 
reading, how they conducted reading in their individual classrooms, plus 
what supports and constraints they felt. Pertinent sections from weekly 
reading profiles written by student teachers were analyzed for any 
changes or trends which developed in individual classrooms. 
The three observations at the beginning, middle, and end of the 
semester in each of the classrooms were also examined in terms of changes 
in the reading program which occurred during the semester. 
Tenets of change described in Chapter II of the dissertation were 
further examined in Chapter V in terms of how they did or did not occur 
in this study. 
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Influences in the Reading Program 
Within the individual school, two elements have been cited 
repeatedly as significant forces in influencing the reading program. 
First, the role of teacher and his or her beliefs about reading have 
been shown to be vital to the way reading is carried out in the class¬ 
room (Harms & Lettow, 1986; Guzzetti & Marzano, 1984). Secondly, the 
role of the administrator and his or her influence on the reading 
climate and the overall tone of the school are of extreme importance 
(Sanacore, 1988). While these two elements have been shown to be of 
importance to the elementary reading program, this study will not ignore 
that there may be other influences as well. 
Teacher Beliefs 
On the subject of teacher beliefs. Dr. Jerome Harste has proposed 
that the key component of the teacher variable in the reading program was 
the teacher's theoretical orientation to reading (Harste, 1977). 
Numerous other writings have highlighted the role of teacher beliefs 
in the reading program. It was a major focus in the work of Dr. Diane 
Deford, resulting in her development of The Deford Theoretical 
Orientation to Reading Profile or TORP (Deford, 1985). 
Dr. Mary Gove's Conceptual Framework of Reading Interview was 
another instrument developed on the notion that teacher beliefs is a 
vital issue in shaping reading instruction (Gove, 1983). 
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Role of Administrator 
A number of writings concerning the role of the administrator named 
the principal as "the key to change" (Aquila & Galovic, 1988, p. 50). 
He or she was cited as the change agent in a position to encourage 
teachers to adopt change. Other articles discussed the broad influence 
principals may have on staff development (McEvoy, 1987), the role of the 
principal as instructional leader (Pink & Leibert, 1986) and the prin¬ 
cipal as determiner of school climate (Gottesman, 1987). Additionally, 
some writings have indicated that the presence of a university may pro¬ 
mote change (Woolsey, 1987). 
A review of literature indicated that an examination of the role of 
both teachers and administrators was in order, if a more complete picture 
of the forces at work in an elementary school reading program was to be 
obtained. Therefore, this study included information from both areas. 
Background and Rationale 
In a preliminary study, the researcher made weekly visits to an 
elementary school for a four-month semester period. This marked the 
first time pre-practicum students from the Integrated Day Program at the 
University of Massachusetts had entered the Taylortown School System. 
Taylortown is an industrial town in the Northeast. The city is 
characterized by its large Hispanic population. 
The Martin Elementary School had been recommended as a site for the 
university students because the university elementary teacher education 
program was interested in an urban site serving a majority of children 
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in lower socioeconomic brackets. Additionally, the program desired to 
target minority populations, in this case the Hispanic population. 
The preliminary study during the Spring semester involved weekly 
visits to the site. Interviews were conducted with the principal, the 
vice-principal, the language arts coordinator, and two teachers. Subse¬ 
quently, the three classrooms to be studied during the Fall semester 
were determined by arrangements made with three teachers who agreed to 
take full-time student teachers in their classrooms at that time. 
The researcher was given a copy of the Martin Elementary School's 
Academic Plan. Designed by the school's administrators and consistent 
with the goals of the central administration, it listed among its objec¬ 
tives to "utilize our basal as a guide but provide other reading mate¬ 
rials and experiences." Specifically stated ways in which this was to 
be carried out included novel units, integrated class activities, indi¬ 
vidualized reading, school library as focal point of reading, guest 
read-aloud, and author visits. 
The pre-practicum students involved in the preliminary study had 
different experiences in terms of the way these objectives manifested 
themselves in the classroom. Some students experienced a basal-dominated 
reading program which excluded individualized reading, while others expe¬ 
rienced the inclusion of the practice of using a literature base for 
reading as a significant portion of the program. In the preliminary 
study, all were sixth grade classrooms. 
In an elementary reading program, the basal reader is often so 
entrenched in the school system that both teachers and administrators 
tend to see the commercially-prepared materials as equivalent to reading 
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itself (Shannon, 1983). Some teachers and administrators are reluctant 
to let go of basals and step out into a literature-based program, 
because they do not know enough about it. They may not be aware of the 
background and history which serve as substantive foundation for this 
approach to teaching reading. 
Basal reader usage may cause some teachers to feel that they have 
"covered" reading. But this feeling of perfunctorily taking care of 
reading through basals has its price. The basal has been shown to 
sacrifice meaning for the sake of a focus on learning individual words 
and sounds. This narrowing and fracturing of language reduces reading 
to a series of isolated skills, often devoid of pleasure and meaning. 
The role of the teacher is little more than that of a technician, while 
the child is viewed as a passive subject (Goodman et al., 1987). 
Key concepts underlying most basal readers are controlled vocabu¬ 
lary and a hierarchy of skills. The skills hierarchy differs from pub¬ 
lisher to publisher, so that there is very little consistency. The 
controlled vocabulary is based on a mathematical formula involving num¬ 
bers of syllables in words and other artificial devices. This has 
resulted in the language of the basal sounding unnatural and stilted and 
has caused some children to differentiate between their basals and other 
books. One researcher noted students labeling classroom reading mate¬ 
rials according to two categories which they noted with handmade signs. 
"Readers" and "Real Books" (Huck, 1987). 
A major complaint a number of professionals have against basals is 
the overemphasis on skills. Phonics instruction is of particular con¬ 
cern. The Commission on Reading recommends that phonics instruction be 
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provided early in a child's schooling, be kept simple, and be discon¬ 
tinued by the end of second grade (Anderson et al., 1984), a practice 
not followed in many basal readers. 
Basal readers emphasize so much pre-reading activity, programmed 
questioning, drill sheets that actual reading is often crowded off the 
schedule. Some writers have noted that as much as sixty percent of a 
child's reading time can be spent on such practices (Manning, 1985). 
Literature-based reading offers a neglected priority: time to read. 
Children's literature-based reading, often associated with the 
individualized approach, is not a new idea. Jeannette Veatch, a trail- 
blazer in the field of individualized reading, has promoted the method 
for over thirty years. Her book, Reading in the Elementary School, was 
one of the first texts of its kind to focus on methodology of indi¬ 
vidualized reading. Alice Miel's Individualizing Reading Practices, 
published in 1958, also serves to point out the longevity of this 
approach. 
Individualized reading has many benefits. Its principles of self¬ 
selection and self-evaluation return ownership of the reading process to 
the learner (Veatch, 1978; Bagford, 1985; Harms & Lettow, 1986). 
With the literature-based approach, children are less likely to 
view reading as an artificial act carried on at the front of the class 
room only and having little relevance to their lives (Rudman, 1984). 
Another development which educators are finding more about is the 
important connection between reading and writing (Hansen et al., 1985; 
Atwell, 1984). When language is presented as whole and not broken into 
small, isolated pieces, children see 
their language activities as having 
14 
broader application. Children in whole language classrooms are invited 
to be part of a community of readers and writers (Hepler & Hickman, 
1981). They begin to see reading, writing, talking, and listening as 
interactive or shared activities. 
In much the same way that language arts areas are interactive and 
integrated, literature-based reading can be used with great facility in 
integrating subject areas across the elementary school curriculum. 
Educators are increasingly seeing how trade books or "real" literature 
can be used for elaboration and extension of content areas to make cur¬ 
riculum more comprehensible and memorable. Children's literature skill¬ 
fully used "is likely to promote students' interest in and involvement 
in content material and thereby increasing their learning" (Brozo & 
Tomlinson, 1986, p. 288). 
Concepts in subject areas such as mathematics, history, and science 
can be enhanced through literature. For example, in the area of environ¬ 
mental education, researchers write: "Textbooks can be poorly written 
and major concepts are not often thoroughly explained. Children's 
literature can help provide clear explanations of important concepts, 
often in narrative form" (O'Brien & Stoner, 1987, p. 15). This is 
especially helpful when teachers remain aware of the value of the narra¬ 
tive. 
This area is also demonstrated in the area of social studies. Many 
children's books reflect basic concepts in this discipline and can be 
used to develop a number of topics, such as survival or freedom. 'Well 
crafted stories can capture the reader or listener so that attention to 
important concepts is assured. In this respect, a story used in a social 
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studies discussion can provide not only a new perspective on an idea 
under discussion, but also a change of pace" (Hennings, 1982, p. 15). 
The children's literature approach to the overall teaching of read¬ 
ing has a number of psychological and sociological benefits, as well. 
The approach has the important advantage of relieving children of the 
classroom social stigma of being placed in an ability group. Public 
diagnosis is replaced with teacher conferences with individual children. 
Grouping may occur when a common specific need is found among several 
children. But these groups are focused on the need at hand, rather than 
a child's overall ability. The inherent emphasis on honoring the indi¬ 
viduality of each child is one of the most distinct advantages of chil¬ 
dren's literature-based reading. 
Although this approach has been shown to be a desirable and effec¬ 
tive way of teaching children, the process or children's literature- 
based approach to reading often comes to a school in stages, sometimes 
through an interested teacher or an innovative administrator. For this 
reason, it is valuable to look at how first steps are taken by elementary 
school staffs in going beyond basal readers and to highlight these begin¬ 
ning steps as an important part of this study. 
Limitations of Study 
This was a descriptive study, not a statistical one. The informa¬ 
tion gathered was used to describe a picture of what occurred in three 
classrooms within one elementary school reading program in terms of sup¬ 
ports and constraints in going beyond basal readers. 
The persons interviewed for this study were limited to a specific 
group of teachers and administrators working in the elementary school 
during the semesters previously mentioned. The school was selected 
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because it had been studied on a preliminary basis the preceding semes¬ 
ter. The three classrooms studied had classroom teachers who had agreed 
to work with a full-time student teacher. Since this study was of a 
qualitative nature, opinions of others might or might not match the per¬ 
ceptions of the researcher. 
The researcher served as resource person to practicum and pre- 
practicum students from the Integrated Day Program at the University of 
Massachusetts who were placed within the described elementary school 
during this time. Weekly resource person visits included conferences 
with teachers and student teachers concerning the setting and carrying 
out of professional goals centered around the student teacher and her 
role in the classroom. 
This study included weekly reports done by student teachers. These 
served as additional sources for describing the overall picture of read¬ 
ing activities in each of the three classrooms and ensured that the per¬ 
spective of the student teacher was represented. The intent here was to 
describe a process, not to assess programs. 
It should be noted that the school's population was of a specific 
socioeconomic level and of a particular geographic location. Therefore, 
results might not be able to be generalized to other varying settings. 
It was hoped, however, that implications seen in the study will be help¬ 
ful to interested parties. Although no two schools are identical, despite 
their differences, there may be certain important similarities. 
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Definitions 
For purposes of clarify, the following terms used throughout this 
study are defined below: 
• Basal Reading Program: A program in which basal readers, 
produced by national publishing companies, are used as the 
primary source of reading materials. Children are com¬ 
monly taught in homogeneous ability groupings according 
to the "grade level" defined by the basal company. 
Accompanying workbooks and other supplementary materials 
are largely structured around a skills base. 
• Integrated Day: A model of teaching and classroom 
structure in which curriculum is built around a common 
theme. All subject areas, across curriculum, are inte¬ 
grated into specific classroom activities designed to 
involve children in meaningful interaction and active 
learning. 
• Literature-Based Reading: A reading program in which 
children's literature is the primary source of reading 
material. Usually associated with individualized read¬ 
ing, a literature-based program includes student self¬ 
selection of materials, individualized pacing, and 
teacher conferences for purposes of discussion and 
diagnosis. It may also be referred to as a "process" 
approach. 
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• Whole-Language: A way of teaching the language arts which 
presents language as a neaningful whole, rather than 
emphasizing its isolated aspects, such as letters, sounds, 
words, and sentence fragments. Reading activities uti¬ 
lize whole or "real" texts, and meaning is emphasized. 
Additionally, teachers of whole language recognize read¬ 
ing and writing as interactive processes and make use of 
activities which foster both aspects of this relation¬ 
ship. 
CHAPTER II 
REVIEW OF LITERATURE 
Introduction 
Chronicling an elementary school reading program over a semester 
and interviewing nine teachers and four administrators requires a review 
of literature pertaining to the following areas: 
1. The theory and thought behind literature-based reading 
and articles concerning reasons for moving beyond 
basal readers towards a literature-based approach. 
2. The process of change in the school setting. 
3. The role of teacher beliefs as they pertain to reading. 
4. The role of administrators in the reading program and 
their impact on the program and on the organizational 
climate of the school. 
Each area is reviewed as it relates to this particular study at 
Martin Elementary School. The review is also designed to show the sub¬ 
stantive theoretical background on which the study is based. 
Literature-Based Reading 
Literature-based or individualized reading was pioneered over thirty 
years ago by such standard-bearers as Jeannette Veatch, Leland Jacobs, 
and Alice Miels. The approach includes "the use of a variety of mate¬ 
rials of literary merit, the use of the children's own speech ... the 
incentive factor of pupi1-selected material, the teacher-pupil conference 
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on a one-to-one basis, the complementary role of reading and writing, 
and groups based on tasks" (Veatch, 1978, p. 7). 
The use of real literature is a cornerstone of literature-based 
reading. Writers such as Rudman (1984), Zakariya (1985), Bettelheim 
(1977), and Egoff (1973) stress the value of using literature of high 
quality in children's reading programs. Bernice Cullinan writes: 
"Literature in a reading program does more than merely attract willing 
readers. Literature educates the imagination, provides language models, 
and molds the intellect. The heritage of humankind lies in books; we 
endow students with the key to their legacy when we teach them to read" 
(Cullinan, 1987, p. 6). 
Additionally, the Commission on Reading states that children should 
be reading independently for at least two hours per week from materials 
such as fables, folktales, folklore, and classic works of fiction and 
nonfiction (Anderson et al., 1984). 
While reading fine materials has been found to be beneficial to all, 
the approach has been shown to be of particular value to remedial stu¬ 
dents. "The very format of literary works is liberating for remedial 
students. A paperback volume or library copy of a book excites and chal¬ 
lenges them. It is not a textbook, not a workbook; it is a real book, 
the kind they see in the hands of adults and classmates" (Shumaker & 
Shumaker, 1988, p. 545). 
Student selection of the aforementioned materials has always been 
an important component of literature-based reading. Indifference or 
outright dislike of a story causes children to read it badly. This 
leads teachers to misdiagnose students' reading needs and has a general 
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negative effect on student attitude toward the reading (Rudman, 
1984). 
Charles Reasoner also hails student selection as a motivator and 
as a deterrent to some reading problems: "When individual readers are 
permitted to select that which they want to read, that which they feel 
will bring them the most enjoyment, 'motivation to read' problems are 
vastly reduced, if not eliminated." He adds that no matter how well a 
teacher knows a student, the one who knows best what the child's 
interests are is the reader him or herself (Reasoner, 1979). 
The research of Donald Graves (1986) concludes that the importance 
of student ownership of writing is essential in the writing process. It 
has been recommended by other researchers that the same concept be 
applied in the reading process, that children must be given ownership of 
their reading (Harms & Lettow, 1986). 
Other components of literature-based reading which are highlighted 
in the literature include active student involvement in reading and 
listening, the use of read aloud, the honoring of the reading/writing 
connection and curriculum integration. 
A literature-based classroom is described as one in which reading 
exists, not in an artificial setting, but as it is in the real world. 
Children in such classrooms see themselves as what Hepler and Hickman 
term "a community of readers." They write: "Just as adults use friends 
or the best-seller list . . . children use these personal testimonies of 
their friends to help them decide what to read" (Hepler & Hickman, 1981, 
p. 279). 
22 
Other student-involving activities associated with literature- 
based reading include book swaps, reading clubs, auctions, character 
parties, and classroom reading publications (Bagford, 1985; Fredericks, 
1982). 
The read-aloud, a key component of literature-based reading, is 
repeatedly extolled as a positive influence on reading. The work of 
Carol Chomsky indicates "a strong correlation between the number of read¬ 
ing exposures and language development" (Chomsky, 1972, p. 1). Courtney 
Cazden's work also terms the read-aloud "a particularly potent form of 
language stimulation" (Cazden, 1972, p. 107). Other studies cite the 
value of read-aloud with bilingual learners (Seawell, 1986) and in a num¬ 
ber of early elementary settings (Ribowsky, 1986; Sirota, 1971). 
Studies on Sustained Silent Reading, a partner of the read-aloud 
which makes use of independent reading, report immediate attitude 
changes and increases in reading achievement. Even studies showing no 
increase significantly reveal no decline, despite the fact that time is 
being taken from instructional reading (Trelease, 1983). 
Literature-based reading is also inclusive of the reading/writing 
connection. Experts in the field write that "It is clear that writing 
and reading are inverse processes. Children need to see this relation¬ 
ship" (Harp, 1987, p. 88). Another way of looking at this is that chil¬ 
dren who became better readers became better writers and vice versa 
(Turbill , 1986). 
It is also stated that the first strand in successful writing is 
literary input (Stewig, 1980), and that the use of the traditional basal 
reader was shown to adversely affect children's writing through the use 
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of controlled vocabulary and sentence structure (Eckhoff, 
1986). 
Curriculum integration even beyond reading and writing is shown to 
be carried out in a natural and familiar way through literature exten¬ 
sion. Areas which literature has been successfully used in elementary 
classrooms included the arts, humanities, and environmental education 
(O'Brien & Stoner, 1987). Other articles suggest that storybooks can 
arouse a child's interest more easily than a factual book and that tradi¬ 
tional history texts are easily supplemented by a wide range of chil¬ 
dren's biographies, adventure stories, etc. (Smardo, 1982; Hennings, 
1982). 
Implications of Exclusive Basal Reader Use 
A review of the literature reveals a growing movement in elementary 
schools to include literature in the reading program in progressively 
more significant ways (Clarke, 1987). Yet the literature review is 
incomplete without an examination of what has long been a large part of 
most elementary reading programs: the nearly-universal use of the basal 
reader. Although basal readers have been in place for many years in 
upwards of eighty-five percent of elementary classrooms in the United 
States, a recent poll states that fifty-six percent of respondents were 
not required to follow them strictly, and sixty-four percent stated they 
were encouraged to go beyond basals (Turner, 1988). 
Educational journals reflect this increasing trend with article 
after article describing teachers and their growing use of literature in 
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the classroom. Each study is a different one, yet the common theme of 
teacher dissatisfaction with student outcomes obtained through basal 
readers reappears (Hansen et al., 1985; Five, 1988). 
Implications of exclusive use of the basal reader are many, but the 
literature review for this study examines four primary concerns: empha¬ 
sis on phonetic skills, use of ability grouping, literary content of the 
basal, and attitudes toward basals. 
Emphasis on Phonetic Skills 
A primary complaint many professionals have about the basal is the 
overemphasis on skills. The Commission on Reading (Anderson et al., 
1984) recommends that phonics instruction be provided early in the 
child's schooling, be kept simple, and be discontinued by the end of 
second grade. 
Reports in the literature suggest that in classrooms that use basal 
reader, "Upwards of 60% of the total time devoted to a reading lesson 
in the elementary school is focused on reading skill instruction. For 
many children, this is clearly inappropriate, unnecessary and perhaps 
even impedimentary in learning to read and in developing text fluency" 
(Manning, 1985, p. 134). 
Manning goes on to say that much of skill instruction is wasted on 
fluent readers who have already internalized skills, as it is upon lower 
ability students who do not understand the complex language often used 
to instruct them in such meaningful areas as phonics. The result is 
that both groups of children are ill-served by this "skill overkill" 
(Manning, 1985, p. 135). 
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Much of this skill overkill takes the form of workbook pages and 
skill drills. The Commission on Reading states that children spend con¬ 
siderably more time with their workbooks than they do receiving instruc¬ 
tion from their teachers. "In the course of a school year, it would not 
be uncommon for a child in the elementary grades to bring home 1,000 
workbook pages and skill sheets completed during reading period" 
(Anderson et al., 1984, p. 74). 
This phenomenon prompts writers to the English-Language Arts 
Framework for California Public Schools, K-12, to call worksheets "the 
dismal paperchase of childhood" (Alexander, 1987, p. 151). 
Other experts question the value of teaching phonetic skills, due, 
in part, to the fact that there are so many exceptions to phonic rules. 
In his book, Reading Without Nonsense, author Frank Smith expresses con¬ 
cern over the obvious discrepancy between our twenty-six letter alphabet 
and the forty distinct sounds in spoken English: 
Obviously, some letters must correspond to more than one 
sound. . . . There may be half a dozen alternative ways of 
pronouncing individual letters and no reliable phonic guide 
as to which of the alternatives applies on a particular 
occasion. (Smith, 1985, p. 50) 
This contention concerning the reliability of phonic generalizations 
is echoed by other sources. One team of writers finds a disconcertingly 
wide range of reliability percentages among phonic "rules." Some of the 
"rules" hold true each time, while others range in reliability as low as 
sixty-six, fifty-two, forty-four, and even three percent accuracy 
(Searfoss & Readance, 1985, pp. 167-169). 
Another phonetic concept which basal readers hold out to teachers is 
that of a hierarchy of skills. Many basal readers contain scope and 
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sequence charts which indicate a specific order in which skills should 
be taught. The confusing aspect of this is that publishers differ in 
their hierarchies. This discrepancy flies in the face of the very con¬ 
tention the basal offers. In answer to the question "Is there a 
sequence to phonics instruction?" Searfoss and Readance reply, "Frankly 
after a study of research and an examination of commercial materials, it 
becomes apparent that there is no established sequence for teaching 
phonic generalizations" (Searfoss & Readance, 1985, p. 166). 
Researchers are concerned that the basal's emphasis on isolated 
aspects of language has far-reaching implications for the way the learner 
perceives the importance of these parts, as opposed to the whole of his 
or her reading. Goodman contends that the undue emphasis on letters, 
letter sounds, sentence fragments, etc., "leads learners to put inverted 
value on the bits and pieces of language, on isolated words and skills 
and not enough on making sense of real, comprehensible stories and 
expository passages" (Goodman, 1986, p. 361). 
Ironically, the time spent on phonics instruction takes away from 
the very activity that would help children refine and extend their knowl¬ 
edge of letter sounds correspondence. That activity is "repeated oppor¬ 
tunity to read" (Anderson et al., 1984, p. 38). 
It should be noted that not all educators agree on the role of 
phonics, or a code emphasis approach, in reading. Jean Chall's work in 
the 1960s differentiated between beginning reading and more advanced 
reading and suggests a code-emphasis approach for young readers. At the 
same time, she emphasizes the importance of comprehension and suggests 
that phonics be phased out after third grade (Chall, 1983). 
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Ability Grouping 
In a stereotypical classroom in which the basal reader is used, 
ability groups are also traditionally used. The groups are usually based 
on the concept of a "grade level," with the high group reading "above 
grade level," the middle group reading "at grade level," and the low 
group reading "below grade level." What "grade level" means varies 
according to publisher. Some words designated for third-grade readers in 
one basal appear in fourth-grade readers which belong to another basal 
publisher, and so forth. 
The negative effect of ability grouping upon children is often cited 
in the literature. Long-term implications of this practice are noted: 
"We had experienced frustration and administrative problems resulting 
from children being placed in 'low' reading groups for reading in the 
first grade were usually found in the low reading groups in the sixth 
grade" (Eldredge & Butterfield, 1986, p. 32). 
The Commission on Reading also finds, "It is difficult for a child 
to move from one group to another within a year. Since teachers form 
the groups at the beginning of the year partly on the basis of the chil¬ 
dren's standing at the previous year, changing groups from one year to 
the next is also difficult. It is a sad fact, but frequently true, that 
'once a bluebird, always a bluebird'" (Anderson et al., 1984, p. 90). 
Curiously, research shows that ability grouping appears to have 
little or no effect on performance (Kulik & Kulik, 1982; Doucette & 
St. Pierre, 1977). One study reports that initial problems are even com 
pounded by homogeneous grouping when a number of children with learning 
problems are placed in the same group. Finally, one researcher indi¬ 
cates that the only definitive conclusion that can be drawn concerning 
grouping is, simply, that it does occur (Hiebert, 1983). 
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Literary Content of the Basal 
By their very nature, basal readers are sequenced according to an 
assigned "grade level," with criteria for what constitutes grade level 
varying, according to publisher. Many are based on "readability formu¬ 
las." One by George Spache uses a list of 1,040 words and the number of 
words in sentences. Grade level is figured by multiplying percentage of 
uncommon words by .082 and adding that to the product of .121 times the 
average number of words per sentence, then adding .659 (Durkin, 1987, 
p. 420). A supposed improvement upon this formula is the Fry Readability 
Graph which makes use of an x-axis of "Average number of syllables per 
100 words" and a y-axis of "Average number of sentences per 100 words." 
Grade levels from grade one through college are then charted on a num¬ 
bered grid (Durkin, 1987, p. 421). 
The language resulting from applying mathematical formulas to text 
detracts from emphasizing reading for meaning and enjoyment. "Many pre¬ 
primers and primers have stilted, unnatural language and pointless plots 
that cut across the child's spontaneous attempts to read; on the other 
hand, stories that children love and have heard over and over again have 
natural language and satisfying plots that encourage reading" (Huck, 
Hepler, & Hickman, 1987, p. 183). 
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Apart from the controlled language and the artificiality of text, 
basals are also criticized for the way they have portrayed society. 
There was a time in which only white Anglo-Saxon protestants populated 
basal readers. This has changed, but some still say the basal has not 
gone far enough in giving an accurate representation of contemporary 
society. One study analyzing the role of the Mexican-American in the 
basal finds that coders could not distinguish through the illustrations 
whether the characters were Chicano, Black, Puerto Rican, or Native 
American. Very few Spanish-surnamed authors were listed (Ortega, 
1975). 
In a related issue, Charlotte Huck states that she finds many basal 
characters "cardboard." In other words, a variety of races may simply 
be present in the basal reader, but their background and culture are not 
dealt with in any substantive way. Huck writes on this subject that 
"today's sociological and politically conscious basal readers with their 
cast of United Nations characters are no more authentic literature than 
earlier readers which attempted to create the life story of the great 
American WASP family" (Huck, 1987, p. 375). 
Aside from the basal's portrayal of people, its use of language and 
literature causes many to voice serious concerns. Basal publishers have 
recently sought to respond to its literary critics by the recent inclu¬ 
sion of "name" children's writers and "hot" children's books in its selec¬ 
tions. But the use of controlled vocabulary and "dumbed down" language 
destroys the character of the original literature. Author Jane Resh 
Thomas describes how the phrase “great blue heron" in her book was 
altered to read "big blue bird." She further states: 
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The basal-reader industry has arisen on the foundation of our 
mistaken premises, and the billions invested in the enter¬ 
prise help it self-perpetuate. Some publishers buy the rights 
to stories written by famous writers, apparently hoping to 
impart luster by attaching their names to the textbooks. 
(Thomas, 1987, p. 783) 
Underscoring Thomas' concern over literary quality, one hallmark 
work in the reading field, "Report Card on Basal Readers," lists among 
its immediate recommendations that "Publishers should immediately discon¬ 
tinue the practice of revising and censoring selections from children's 
literature" (Goodman et al., 1987, p. 91). These authorities are also 
concerned with basal questions which intend to draw on critical thinking 
skills, but, in actuality, call for simple, conformist answers. 
Attitude Toward the Basal 
A final negative implication of basal use is in the vital area of 
children's attitude toward the basal. One article on the subject 
describes one child's perception of her basal reader. Her parent had 
become concerned with the fact that his daughter always answered emphati¬ 
cally "No!" when asked if she had read any stories at school. The 
child's father picked up the basal reader which the girl brought home 
daily and commented, "I thought you hadn't been reading any stories at 
school," whereupon the child replied, "That's not a story, that s my 
reader" (Cairney, 1988, p. 420). 
Moreover, a survey concerning children's perceptions of basal use 
yielded similar results on the attitude of young children toward their 
basal readers. Many “task related" or "teacher pleaser" responses were 
found in the survey, but only six percent of the children suggested that 
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"enjoyment/interest" is an important reason for reading basals (Cairney, 
1988, p. 422). This underscores the contention that "if only one series 
is used and if it is used in a rigid, narrowly-structured fashion, it 
too often occurs that children learn to dislike and to be bored by read¬ 
ing" (Rudman, 1984, p. 395). 
Change in the School Setting 
The literature on change is massive and of a diverse nature, but 
certain assumptions emerge as common threads. 
First, in order for change to occur, it must be clearly defined. 
In her study of the change processes in the elementary language arts 
programs of forty-nine school districts, Dr. Mary Courtland finds that 
perceptions of change are vague: "Operational definitions indicated 
that some districts do not believe they engage in change; some comply 
with state mandates; some exceed state mandates . . . and some opera¬ 
tionalize change as a dynamic process" (Courtland, 1985, p. 59-A). In 
short, some districts implement materials only, some give change pro¬ 
cesses little or no emphasis, and some districts do attempt to implement 
change. 
Secondly, successful programs of change do not happen of their own 
accord. School districts organize for it by providing a key person to 
assist with change processes, by budgeting funds, and by involving and 
supporting the staff in the planning and carrying out of change 
(Hawkins, 1968). 
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The advisability of involving staff in the change process is echoed 
throughout the literature. Success in moving toward a meaning-based 
approach to reading was largely attributed to teacher involvement in a 
study conducted in the Denver Public Schools (Clarke, 1987). In a simi¬ 
lar case in Berkeley, California, the project of integrating the language 
arts was dubbed a success mainly because the teachers were the ones who 
had decided to make the change (Buckley, 1986). 
A third common thread in the literature of change is that change 
takes time. It is repeatedly stated that change is a long-term process 
"and that, even under the best of circumstances, implementation takes 
several years" (Hord & Huling-Austin, 1986, p. 97). 
Fullan's study of four case examples involving change in the school 
setting reinforced the ideas that "change takes place over time" and that 
"ongoing technical assistance and psychological support assistance are 
crucial" (Fullan, 1985, p. 396). 
The Role of Beliefs 
Much research recognizes the link between what teachers believe and 
the subsequent effect on classroom practice (Stern & Shavelson, 1983). 
Teachers and their beliefs are now being examined directly, rather than 
having the teacher viewed as an impersonal conduit for the working out of 
a particular educational approach (Woolsey, 1987). 
Researchers note the significant role of teacher beliefs and prac¬ 
tice, stating "teacher beliefs about education are expected to affect 
their decisions by limiting the types of instructional strategies they 
will consider" (Shavelson & Borko, 1979). 
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The importance of teacher beliefs to instructional practice is also 
pointed out in the effective schools research: "One of the most impor¬ 
tant findings about school effectiveness is that teacher beliefs and 
perceptions about themselves, students, and teaching in general are as 
important as their instructional practices" (Guzzetti & Marzano, 1984, 
p. 754). 
The Kagan kindergarten study points out how teachers operationalized 
their beliefs. The connection between belief and practice is shown to be 
a strong one in this study. Teachers who endorse child-centered beliefs 
on a number of rating scales were verified by mapping techniques as 
actually working with students in ways they had endorsed in their state¬ 
ments of beliefs. Datum from these sources "were all highly interrelated 
Teachers who endorsed child-centered attitudes actually did use less 
teacher structure and more child focus in their classes" (Kagan, 1988, 
p. 29). 
Similarly, research by Morrow examines how teachers ranked the impor 
tance of voluntary reading in their classrooms and how this related to 
how they taught. Findings indicate that "those teachers who ranked 
voluntary reading with a 1 ('most important') used more literary activi¬ 
ties in their classroom instruction than those who ranked in 2, 3, or 
4" (Morrow, 1985, p. 123). 
The relationship of belief to practice is a topic emphasized in a 
number of places in the literature. An important aspect of this topic 
concerns helping educators become aware of specific beliefs they hold 
(Stern & Shavelson, 1983). It is commonly found that once a teacher 
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becomes aware of his or her belief, then classroom changes can be imple¬ 
mented to align practice with belief (Red & Shainline, 1987). 
In attempts to focus further on teacher beliefs, a number of 
researchers have developed instruments to measure various aspects of 
these beliefs. The Conceptual Framework of Reading Interview has been 
created so that teachers could clarify their beliefs about reading and 
how they acted upon these beliefs (Gove, 1983). The Teacher Structure 
Checklist is used to assess the practices of nursery school teachers 
without assigning value judgments to the results (Webster, 1972). And 
in a more informal inquiry into beliefs, Dr. Lynn Putnam suggests asking 
teachers if they conceptualize the reading process as being more like 
climbing a ladder or painting a picture (Putnam, 1986). 
In a straightforward two-part series of articles, it is Dr. Jerome 
Harste’s contention that in the reading program "It's the Teacher Who 
Makes the Difference" (Harste, 1977-78). He points to the work of Bond 
and Dykstra concerning the importance of the teacher variable, then hones 
in more specifically on the teacher's theoretical orientation to reading. 
He writes, "We propose that the key component of the teacher variable is 
the teacher's theoretical orientation" (Harste, 1977, p. 34). He then 
discusses three models for reading which are built around decoding, 
skills, or a language base. 
Much like Harste, the work of Or. Diane Deford acknowledges the role 
of teacher beliefs, specifically in reading, through the development of 
the "Theoretical Orientation to Reading" or "TORP." Or. Oeford 
developed the instrument, because she felt the teacher variable in the 
reading program had not been sufficiently explored or quantified. The 
35 
development of the instrument was preceded by a search of related 
literature in which she found: "The common thread throughout this 
literature is the belief that teachers are decision makers who process 
information and act upon these decisions on a complex environment" 
(Deford, 1985, p. 352). 
The "TORP" asks respondents to read statements about the reading 
process and circle a response that indicates the relationship of the 
statement to feelings about reading. The instrument covers areas such 
as the relative importance of verbalizing phonic rules, the relationship 
of reading errors to comprehension, flashcard drills as unnecessary prac¬ 
tice, etc. It is hoped that the use of the instrument is a first step 
in helping individuals examine the assumptions they hold and make their 
instruction consistent and effective. 
The Role of Administrators 
Within the culture of the school, teachers and their beliefs do not 
operate in isolation, but exist within a system occupied by administra¬ 
tors who also hold beliefs. 
Some researchers state unequivocally that "the principal is the key 
to change. . . . Conventional wisdom also suggests that change will not 
occur without the approval and encouragement of the principal" (Aquila & 
Galovic, 1988, p. 50). 
This idea is also held by Gottesman: "Planned, positive change 
occurs only with skilled change agents. Each school must have an 
administrator who creates belief in the faculty that all children can 
learn. . . . The administrator who is an effective instructional 
leader determines the climate within the school" (Gottesman, 1987, 
p. 69). 
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Another change researcher concludes from his work: "The single most 
important message here is that superintendents must invest in the 
instructional/change management leadership role of the school principal" 
(Fullan, 1985, p. 408). 
A powerful way in which principals could affect change is by moving 
beyond a traditional management role. When a principal goes beyond his 
or her role as building manager to become a curricular leader, this is 
found to alter the professional behaviors of teachers and have a pro¬ 
found effect on the learning behavior of the students. Teachers in 
schools headed by principals who were curricular leaders were more open 
to receiving assistance in curriculum design, ". . . and, as a result of 
this, better student learning outcomes were realized when the principal 
was the curricular leader" (Noronha, 1986, p. 2182-A). 
When principals assume the role of curricular leader, they are 
better able to motivate teachers. And when teachers feel that principals 
know them and know their work, they respond in a more positive way (Scott, 
1987). 
A number of sources discuss the role of the principal as curricular 
leader in the elementary reading program. It is said that a principal 
can establish a reading climate in a school by stressing the importance 
of reading and the high value he or she places on reading. This can be 
done through principal's encouragement of teachers in using exciting 
with their class, the institution of sustained silent 
reading activities 
reading, and the use of funds to surround students with books beyond 
the basal (Finn & McKinney, 1986). 
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Trade book buying is also emphasized as an important administrative 
role by Bingham and Allen as they encouraged principals to "break away 
from basals" and assume local control of their school's reading program. 
Their work suggests principals develop a local control theme in which 
they support teachers who creatively modified use of the basal, gave 
recognition to such teachers, and involve teacher committees in the 
selection of language materials which are distinct from basal programs 
(Bingham & Allen, 1986). 
Although the role of principal is shown to be a crucial one, the 
research indicates that the principal is not the sole facilitator of 
change. In the Huling-Austin study, at least one or two other persons 
are identified as playing a key role in the change event. These persons 
include assistant principals, resource teachers, curriculum coordinators, 
teacher specialists, district-level coordinators, and consultants who 
function as change facilitators. At times, the principal arranged rather 
creatively for a second or third change agent to be housed within the 
school. It appeared that the role in school improvement was a shared 
one (Hord & Huling-Austin, 1986). 
FulIan's work also recognizes the important role of secondary 
change agents as potential contributors to the change process. He 
states that districts should pay attention to developing the talents of 
vice-principals, department heads, etc., as school improvement leaders. 
To do so, he concludes, serves the double purpose of improving a current 
situation, and developing a talent pool for future principals (Fullan, 
1985). 
CHAPTER HI 
METHODOLOGY AND DESCRIPTION OF DATA 
Mode of Inquiry 
The mode of inquiry for this study was qualitative and 
ethnographically-based in hopes of obtaining as full a picture as possi¬ 
ble of the reading program of three classes that used both basal readers 
and literature during one semester of operation. 
Qualitative studies, ethnographically-based, "recreate for the 
reader the shared beliefs, practices, artifacts, folk knowledge, and 
behavior" of a group of people (Goetz & LeCompte, 1984, p. 2). Through 
the use of qualitative methodologies, information was viewed as part of 
a meaningful whole, rather than in isolation. 
This study borrowed from anthropological roots to address the school 
as a tangible culture to be studied. These anthropological origins sug¬ 
gested the culture be studied in specific ways. Peacock's work 
described two seemingly opposing points of view which serve to inform the 
total anthropological perspective--harsh light and soft focus: 
Harsh light alludes to a no-nonsense realism grounded in 
detailed observation of life in raw circumstance, as well as 
a quest for the basic and elemental. Soft focus suggests an 
openness, a holistic breadth of vision that includes the world 
as well as the perceiver while embracing those shared under¬ 
standings known as culture. (Peacock, 1986, p. 114) 
These principles upon which qualitative methodology is based 
encouraged the researcher to hone in on specifics, yet take time to 
assimilate these specifics into a greater whole. In this study, data 
collection devices such as the questionnaires, opinionnaires, field notes, 
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observations, and informal conversations all served as instruments used 
to create a picture of the whole, in this case a well-rounded picture of 
a school reading program and the factor which helped shape it. 
Additionally, as both resource person to student teachers at the 
school being studied and as a qualitative ethnographer, the researcher 
assumed the role of participant observer. Ethnographically, the role 
has been deemed a desirable one, because one can be both an insider and 
an outsider at the same time. This is a way of seeing in harsh light 
and soft focus, a way of having more than one perspective: 
Ethnographers do not merely make observations, they also par¬ 
ticipate. Participation allows you to experience activities 
directly, to get the feel of what events are like, and to 
record your own perceptions. (Spradley, 1980, p. 51) 
The importance of the role of the participant observer was also 
highlighted by other authors in describing principles of research. 
". . . Real understanding.can only come through participant-observation" 
(Smith, 1987, p. 58). 
Data Collection 
Data for this research study were collected over a one-semester 
period, September through December of 1988. Interview tapes and field 
notes were analyzed, along with a reading decisions questionnaire, a 
reading models opinionnaire, weekly reading profile, and whole language 
definitions in order to obtain a multidimensional picture of how teachers 
and administrators saw reading in their school, what they believed about 
reading, and how they did or did not put their beliefs into practice. 
A description of the instruments is found in this section. 
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Additionally, three observations done at the beginning, middle, and 
end of the semester in each of three classrooms being studied were 
reviewed to determine if change was or was not occurring in the school. 
It should be noted at the beginning of this chapter that names of 
all persons and places in this study are fictitious. 
Reading Decisions Questionnaire 
This questionnaire was used to ascertain how each individual saw 
reading decisions being made at their elementary school. Rather than 
distributing the questionnaire and picking it up at a later date, the 
researcher chose to sit down with each participant and go over the 
instrument, question by question, to obtain a clearer view of each 
person's perception. This information is presented as part of the 
interview section later in this chapter. 
The questionnaire was based on the "Who Decides Questionnaire," 
developed by B. J. Wolfson and later revised by Michael Cussen in 1972 
and Masha K. Rudman in 1978. Rudman's 1978 revision was a questionnaire 
for children and was used to determine who makes decisions within an 
elementary classroom. The reading decisions questionnaire, revised in 
1988 by this researcher and Rudman, focused upon how reading decisions 
are made within an elementary school reading program and what outside 
forces, if any, are involved. Data from the questionnaire are described 
later in this chapter, and a copy of the questionnaire is included in 
Appendix A. 
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Reading Models Opinionnaire 
This set of three models of reading included a visual figure of a 
particular model of reading, along with a sentence describing the model 
in terms of how a person might view it. The three models included a 
decoding model, a skills model, and a language based or whole language 
model of reading. Care was taken to form each model using elements of 
circularity, so as not to influence participants by model design. 
The same procedure of sitting down with each participant and dis¬ 
cussing the models of reading was employed by the researcher within the 
interview process. 
The function of the instrument was to determine respondents' 
opinions of differing models of reading. The models were inspired by 
those used by Jerome Harste and were adapted by the researcher with input 
from her Doctoral Committee concerning ways to make the models somewhat 
similar in design, yet different enough to depict three specific ways of 
looking at reading. (See Appendix B.) 
Weekly Reading Profile 
The weekly reading profile was designed by the researcher and 
Dr. R. Mason Bunker of the Doctoral Committee. These sheets were filled 
out each week by student teachers whose placement was at the elementary 
school being studied. The sheets were divided vertically into five 
headings: Day, Reading Act, Amount of Time, Pages, Constraints, 
Supports. These sheets were collected by the researcher from the stu¬ 
dent teachers at the end of each week. 
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The purpose of the sheets was to get a daily recording of reading 
events in each of the three classrooms being studied. The purpose was 
also to go beyond the researcher's perspective and obtain a record of 
reading events from the perspective of each of the three student teach¬ 
ers assigned to the three classrooms. Likewise, the sheets were to 
be used to obtain information on classroom reading beyond the nine 
formal observations conducted by the researcher. 
Data from the sheets are described later in this chapter, and a 
copy of a sheet is in Appendix C. 
Whole Language Definitions 
As the study progressed, the researcher recognized that partici¬ 
pants' feelings concerning whole language issues would be a pertinent 
area to examine as a part of the study. Differing beliefs about whole 
language held by study participants, and ways these beliefs affected the 
reading program, were the focus, since the reading and whole language 
had bearing upon each other. 
Subsequently, participants were asked to respond to questions con¬ 
cerning Whole Language: 
-- Please write your definition of whole language and 
share any thoughts you have about it. 
-- Do you observe any differences in children s responses 
to reading when you are using literature or novels in 
contrast to when you use basal? 
— Do you notice any differences in your own teaching? 
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These responses were included within the interview section of this 
chapter. A copy of the "Whole Language Definitions" sheet is in 
Appendix D. 
Data Analysis 
Data were analyzed according to three areas of focus: (1) A 
chronicling of reading events to determine if change did or did not 
occur in the reading program; (2) An examination of how beliefs and 
theoretical orientations of study participants were or were not trans¬ 
lated into classroom practice; and (3) An examination of factors per¬ 
sonnel saw as either supporting or constraining movement beyond basal 
readers. 
Primary sources for information on the first focus came from 
observations, questionnaires, and weekly reading profiles. Primary 
sources for the second focus were the reading models opinionnaire, whole 
language definitions, and interviews. Information from the third focus 
came largely from interviews and the weekly reading profiles. 
Data were analyzed to see what patterns emerged, what themes 
recurred, and what similarities and differences in responses were given. 
This information was then categorized according to implications for one 
or more of the three particular areas of focus. 
Setting 
Information on the city and school settings was obtained through 
interviews with Mrs. Long, a school system desegregation officer, and 
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from school system brochures, handbooks, and school population reports. 
Related books and research project reports were also used. These were 
part of a library of resource materials housed in a museum and park 
complex which focused upon local history. 
City 
Martin Elementary School was located in Taylortown (a fictitious 
name used for purposes of confidentiality), an industrial mill city in 
the Northeast. 
The Irish and Polish were active factions in the city during its 
early decades. Additionally, other immigrant groups such as the French 
and Canadians and the Germans settled there. Taylortown "soon had one of 
the highest percentages of foreign population in the United States. 
Moreover, since these various groups arrived in a new city with no previ¬ 
ously established cultural patterns, their impact was particularly 
strong in the development of the city's cultural character" (Boston 
Associates, 1981, p. xvii). 
Some turbulence ensued as newcomers joined the competition for jobs 
and housing. By the 1920s, other major problems surfaced. The paper 
company declared bankruptcy and a number of mills closed. The decline 
continued; and during the 1950s, six textile mills closed. Residents 
left the central city, and housing for factory workers fell into decay. 
Owners of the housing projects sought out people to occupy these dwell¬ 
ings. Numbers of Hispanic families from greater metropolitan areas began 
to see Taylortown as a less urban and more desirable place in which to 
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raise their families. The housing in Taylortown was less expensive than 
in the larger metropolitan areas, and so they came. Another factor con¬ 
tributing to the influx of Hispanics was an economic recession on the 
island of Puerto Rico. Migrant farm workers from surrounding rural areas 
also came for the more inexpensive housing which could be had in 
Taylortown. 
The changing nature of the population and of the economy had its 
effect on the Taylortown Schools throughout the years. One book cites a 
report of the Taylortown School Committee in 1879, saying, "Hundreds of 
these pupils knowing not a word of English enter our schools at the 
lowest grade . . . agreeing in but one thing--ignorance of the 
language" (Green, 1968, p. 288). 
The people were "troubled in their hearts by the misery about them 
in this land of promise," and turned their eyes to the school. "The city 
spent more money for schools than any other single purpose save interest 
payments" (Green, 1968, p. 287). Yet the problems persisted. The poverty 
of the milltown forced parents to send children to work as soon as possi¬ 
ble, and education was not generally given a high priority among families 
who were struggling to survive. 
During the time of this study, in 1988, Taylortown's Public Schools 
Profile distributed by the school system described itself as "a dynamic 
urban school district drawing on the rich cultural and histone 
resources" of the area. Taylortown called itself "a city on the move. 
It numbered just over seven thousand students enrolled in educational pro 
grams in fifteen schools. As of October 1, 1988, the racial balance for 
the city school system was fifty-six percent Hispanic, thirty-nine 
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percent Anglo, four percent Black, and one percent Asian, according to 
school desegregation office figures. The racial balance of Martin 
Elementary School very closely approximated those system figures. 
The Taylortown Public Schools Profile, an informational brochure 
about the school system, highlighted seven special areas: The Early 
Childhood Center, recognized as a model by the Governor's Office; School 
Partnerships, school/local business collaborations; Parent Involvement, 
offering a parent information center with a full-time coordinator as 
well as other opportunities for parent involvement; The Arts, emphasiz¬ 
ing special opportunities for integrating the arts in education through 
puppetry, folklore, artists in residence; Magnet Programs, such as 
Extended Day, High Intensity Science, Spanish as a Second Language, and 
Whole Language Learning; Afterschool programs; and Taylortown High 
School, with Honors program, standard, basic, and advanced weighted 
courses, a WorkStudy Program, Transitional Bilingual Education Program, 
and thematic interdisciplinary coursework. 
In September, 1981, Taylortown implemented a plan to desegregate 
its elementary schools. This implementation was preceded by a year¬ 
long planning process involving negotation, public hearings, litigation, 
and the consideration of numerous proposals for desegregating the 
schools. 
Along with countless schools over the nation, Taylortown's problems 
had been long in the making, according to the interview with Mrs. Long, 
a school system desegregation officer. There had been years of financial 
concerns, isolation of minorities, and a dropping off of enrollment. The 
isolation of minorities had occurred because most minority students 
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attended only three of the city's twelve elementary schools, where the 
percentage of minorities was approximately eighty percent. 
Martin Elementary School 
Martin Elementary School, formerly housing kindergarten through 
sixth grade, served a majority Hispanic population. In 1981, Martin 
Elementary School became a school for fourth, fifth, and sixth grade stu¬ 
dents (with third grade added later). It was to host a reading magnet 
program to attract a balanced population to the school. Approximately 
half the staff was newly-assigned and a new principal was appointed. The 
school population was approximately fifty percent Hispanic and fifty per¬ 
cent Anglo. 
Martin Elementary School's attendance zone cut a swath through 
upper, middle, and lower economic residential areas of the city. In the 
upper zone resided children of bank presidents, surgeons, and corporate 
executive officers (C.E.O.s). The middle area was occupied by children 
of small business owners, professional-1evel civil servants, and teach¬ 
ers. In the lower zone lived children of factory workers, municipal 
employees such as custodians and sanitation workers, and children whose 
parents receive public assistance. 
In terms of physical facility, Martin Elementary School could be 
said to be a study of contrasts. The contemporary building sat amid 
older surroundings. Near the school lay a number of apartment dwellings, 
none apparently recently built. Also in the school vicinity was business 
property of the factory and warehouse variety. Much of this property was 
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protected by chain-link fence topped with barbed wire. There was some¬ 
times a police presence at the school, due to weekly visits from an 
officer conducting drug education classes. The principal stated his 
awareness of probable drug dealing near the school. 
A green space provided a kind of demarcation line between Martin 
Elementary School and the rest of its urban environs. Small amounts of 
graffiti, which appeared from time to time on the building, were kept 
cleaned off. 
Upon approaching the main entrance of the building, visitors saw a 
posted vandalism ordinance and a "No Loitering" sign. Also attached to 
the front door was a sign reading: "Welcome to our school. Visitors 
please report to main office upon entering school during regular school 
hours. Thank you." A sense of order and of safety was emphasized. 
In the front hall was a lighted, built-in display case enclosed with 
sliding glass panels. It bore the school's reading theme for the year, 
"Traveling Across America Through Literature." Half a dozen miniature 
hot-air balloons with baskets had been fashioned from paper mache and 
were hung by transparent line over a green countryside dotted with color¬ 
ful picture books and young adult novels from the library. 
An adjacent bulletin board bore a map of the United States flanked 
by eight by ten black and white prints of famous writers. The title 
announced, "A Salute to American Authors." 
Inside the contemporary building were the usual amenities of a 
modern elementary school: approximately thirty classrooms, an office, 
cafetorium, gymnasium, conference room, lounges for smokers and non- 
smokers, restrooms, supply rooms, and computer lab. A good many 
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of the classrooms were designed around the spacious library 
area. 
The library was an open, airy space decorated with much student 
work, as was the rest of the building. A large map, "Across the Fifty 
States," echoed the building reading theme from the front hall. Around 
the library were decorated totem poles which children had made from card¬ 
board cartons, a set of child-made balloons with the caption "We're 
Getting High on Books," a large paper train with the words "Get on 
Board and Read," a corner display filled with children's artwork and 
writing on the subject of "Indian Legends." One story and picture was 
"How the White Tailed Deer Got Its Name." Another was "Why Bears Sleep 
in Winter." 
It was obvious that reading was being promoted in Martin Elementary 
School. This was evidence in the bulletin boards, the artwork, the post¬ 
ers concerning an upcoming author visit. 
One chart near the librarian's desk read: 
Books are keys to wisdom's treasures; 
Books are gates to lands of pleasure; 
Books are paths that upward lead; 
Books are friends; 
Come, let us read. 
On a large bulletin board outside the language arts coordinator s 
office was a display reading: 
'What is the most important?' 
I asked within a school. 
Behavior, said the office; 
Report cards, said a fool; 
Understanding, spoke the counselor; 
Social skills, a mother said; 
Joy, intoned a dreamer; 
Recess, said a kid; 
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Achievement, said the school board; 
Victory, the coach replied; 
Class rank, said a father; 
At this my spirit signed. 
Then, from deep within me, 
Softly, this I heard: 
'Each teacher knows the answer; 
Reading is the word.' 
Both these displays were handmade, rather than commercially- 
manufactured. This indicated that those who constructed the displays 
cared enough about the intended message on the importance of reading to 
take time to prepare a bulletin board emphasizing the role of reading. 
Aspects of Martin Elementary School 
Reading Program 
There were a number of aspects to the reading program at Martin 
Elementary School. The three most pertinent to the study were the cen¬ 
tral program defined in the school's goals, the non-pull-out of students 
from the central program, and the reading incentive program. 
The Central Reading Program 
In a memorandum to the superintendent from the Martin Elementary 
School principal, seven school goals were described in detail. The first 
three goals concerned reading and formed the central program. 
Goal 1: To Improve Basic Reading Skills 
Objective A: Monitor Reading Groups 
1. Computer processing of reading data 
2. Materials budget for maintaining program 
Objective B: Test and Reevaluate New Students 
1. Early recognition 
2. Up-to-date and accurate profiles for 
flexible grouping 
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Objective C: Provide Remedial and Enrichment 
Techniques and Materials 
1. Staff inservices 
2. Materials to meet needs of students 
Objective D: Monitor Groups for Appropriate 
Rate of Progress 
1. Below the 40th percentile students 
monitored for steady progress 
2. All students provided horizontal growth 
within literature-based expansion of 
basal 
Goal 2: Provide Opportunities to Participate in Expanded 
Reading Experiences 
Objective A: Utilize Basal as Guide and Provide 
Other Reading Materials and Experiences 
1. Providing two professional staff during 
reading block for more flexible approach 
2. School library as focal point 
3. Novel based units 
4. Integrated class activities 
5. Individualized reading 
6. Guest read aloud program 
7. Author, storyteller visits 
8. Computer-based reading programs for 
remediation and enrichment 
Goal 3: To Integrate Reading into the Language Arts and 
Other Academic Curriculum Areas 
Objective A: Use Building 'Theme' to Provide 
Opportunities for Cross-Cultural Curriculum 
with Reading as the Base 
1. Library will sponsor theme 'Across the 
Fifty States' 
2. Integrate other academic subjects within 
the 'theme' 
The program described above constituted the central core of reading 
at Martin Elementary School. Goal 2, Objective A, Item 1. referred to 
what this researcher terms in this study the Non-Pull-Out Program, an 
aspect unique in the Taylortown system to Martin Elementary 
School. 
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The Non-Pull-Out Reading Program 
For the past three years, Martin Elementary School had implemented 
and begun to phase in a program wherein children would not be removed 
from their classrooms to be taught reading by Chapter I (a government 
program targeting lower socioeconomic population) and magnet reading 
teachers. Instead, these teachers had been assigned to classrooms so 
that every classroom teacher had a professional reading partner who 
worked in the classroom daily within the ninty-minute reading/language 
arts block. 
The program was piloted with fourth grade only during its first 
year. The following year, the fifth grade was also included, with the 
sixth grade being included during the third year. 
This was a plan unique to Martin Elementary School and was con¬ 
ceptualized by two former reading teachers, Mrs. Drake, who later became 
language arts coordinator at Martin Elementary School, and Mr. Evans, 
who later became city reading coordinator. The plan was worked out 
through administrative support from Mr. Larson, the principal, who met 
approximately every other month with the coordinators of the Chapter I 
and magnet programs and the deputy superintendent of schools to ensure 
that guidelines were being met. This was made easier by virtue of the 
fact that Martin Elementary School had been named entirely Chapter I 
eligible, because enough of its population met overall income require- 
merits of that program. All Chapter I teachers could then work with all 
children in the school. 
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The Reading Incentive Program 
Near the end of the study, 3 reading incentive program wss imple¬ 
mented dt Martin Elementary School. Students were able to exchange num¬ 
bers of pages read for prizes. The school had formerly participated in 
the Pizza Hut program in which students read to earn pizzas as prizes. 
There was some concern at Martin Elementary School that some students 
might not have personal transportation to Pizza Hut, so their own 
in-school program allayed this concern and provided children with a read¬ 
ing incentive within the building 
Martin Elementary School Personnel 
For purposes of this study, three classrooms were examined for a 
more in-depth look at how reading occurred. The teachers selected had 
each agreed to work with a student teacher during the Fall 1988 semester. 
Each of these classrooms was also assigned a reading teacher, in accor¬ 
dance with the aforementioned non-pull-out program. 
A total of three classroom teachers, three student teachers, and 
three reading teachers participated in the study, along with the princi¬ 
pal and the language arts coordinator. The city reading coordinator, a 
city desegregation administrator, and the city school superintendent 
were also interviewed. 
In a preliminary study during the Spring 1988 semester, two dif¬ 
ferent teachers, along with the language arts coordinator, the principal, 
and the vice-principal had been interviewed. For the Fall 1988 study, 
the principal and the language arts coordinator were again included. The 
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former vice-principal had been promoted, and the new vice-principal 
did not see himself as having any significant involvement with the read¬ 
ing program, so he was not a part of the study. Persons included in the 
study were the following (names are fictitious): 
Mr. Larson, Principal 
Mrs. Drake, Language Arts Coordinator 
Classroom A, Grade Six: Mrs. Darling, Classroom Teacher 
Ms. Hunter, Student Teacher 
Mrs. Morgan, Reading Teacher 
Classroom B, Grade Five: Mrs. Brown, Classroom Teacher 
Ms. Prima, Student Teacher 
Mrs. Hall, Reading Teacher 
Classroom C, Grade Five: Mrs. Kelly, Classroom Teacher 
Ms. Hall, Student Teacher 
Mrs. Green, Reading Teacher 
Mr. Evans, City Reading Coordinator 
Mrs. Long, City Desegregation Administrator 
Mr. Coplin, City School Superintendent 
The following information on personnel was gleaned largely from 
interviews the researcher conducted with each person. 
Mr. Larson, Principal 
A career educator for twenty-three years, Mr. Larson had been a 
principal for the past seventeen years, the last seven of them at Martin 
Elementary School. He was a strong, forceful, and no-nonsense presence 
at the school and was seen as running a tight ship. At times his manner 
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could be described as brusque, but his commitment to Martin Elementary 
School was unquestionable. 
About four years ago, Mr. Larson made a significant decision in his 
professional life. He decided to shift from being the school manager 
into a position of being more involved in the curriculum. 
"I decided I was not going to be the manager. I was going to be 
the person responsble for the education of the kids. Big decision. 
I'd get myself into the classroom. So, how do you do that?" 
The way Mr. Larson did that was to work through the Parent-Teacher 
Organization (P.T.O.), having them petition the school committee concern¬ 
ing hiring a vice-principal. The process took two and one-half years, 
but the new position was created. Now Mr. Larson reflected, "Rather than 
being the manager of the building, I was going to be the educational 
leader." 
One major change he implemented at the behest of two of his reading 
teachers at the time (Mrs. Drake, his current language arts coordinator, 
and Mr. Evans, now the city reading coordinator) was doing away with the 
pull-out factor of ancillary reading programs, such as magnet and 
Chapter I. During the semester of the study, the school had gone into 
its final implementation year of placing reading personnel within the 
classrooms. 
A theme which recurred in Mr. Larson's views of various aspects of 
the school lay in the simple phrase, "Teach the kid!" He took great 
care to balance each homeroom each year so that it demographically 
reflected a balanced population in terms of race, ability, and gender. 
He then expected the teachers to teach the kid. 
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He expressed his disdain for summarily sending children from the 
room for disciplinary reasons, instead of teaching them. He expressed 
similar disapproval for an overuse of ditto sheets given in repetitive 
fashion throughout the school year when the use of the ditto apparently 
did not "teach the kid" in the first place. In a meeting with staff, he 
eschewed the concept of "alternative education" when it was mentioned, 
saying, "Why can't we teach them here?" 
He encouraged staff to look at their own actions: "What have you 
done to help the kid in the classrooms? There are no pull-out programs 
here. None. . . . What's the problem here? He won't do his math? 
Throwing him out of the room won't help him do his math. ... I refuse 
to have a kid sent out of the classroom if your expectations are up 
here. ... I don't need rules here. Would you just teach this kid?" 
Mr. Larson was an interesting combination as an administrator. He 
saw himself as traditional, yet was interested in innovation. 
Under the first heading he offered, "Myself, I would have to say, 
I'm traditional. ... I have seen everything from the new math to 
foreign language in kindergarten. I've seen, 'Let's not have any text¬ 
books at all.' We're in the middle of that now. And I disagree with all 
of them. What I'm seeing happening right now is good old-fashioned-- 
whatever good old-fashioned is--teaching. Where there's a teacher, 
there's a reasonable number of students in front of the teacher, and the 
teacher is given the proper materials and says, 'Go! You be creative 
and do it. We'll give you the support, but you will teach the kid.'" 
On the other hand, he offered a personal example as to why he is 
open to innovation: "It goes back to when I was teaching twenty-three 
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years ago. I'll never forget. I was teaching fifth grade, twenty-four 
kids, nice school. ... One of the gimmicks I always used was when it 
came to social studies or science, I would never try to use the book. 
Never. It was a reference." 
He went on to say that his plan was to study the Revolutionary War 
through the use of library filmstrips. He had done much preparation and 
had his class assembled in the library when his principal came in and 
ordered him from the library in front of all the children. The experi¬ 
ence was extremely hurtful. 
"They kept telling me, 'Don't be creative with these kids.' So I 
made up my mind if I ever became a principal, not that teachers can do 
whatever they want, nobody here can do that, any idea that they want to 
try, just bounce off of me. As long as I know ... I mean, I will say 
'No.' Sometimes teachers don't understand that . . . but I don't care 
what they do. Because if they don't try something, we're in deep 
trouble. They really have to be creative. You have to let them." 
Mrs. Drake, Language Arts Coordinator 
Three years ago, Mrs. Drake moved from her position as Chapter I 
reading teacher, a position she had held for four years in the building, 
to the position of language arts coordinator. Some of Mrs. Drake's 
responsibilities included monitoring the reading of all six hundred fifty 
children in the school, coordinating the library staff, and being head 
of the team of reading teachers in the building. 
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Mrs. Drake was an efficient, authoritative woman who took seriously 
her role as the person accountable for the reading progress of the chil¬ 
dren at Martin Elementary School. One tool she used which she saw as 
helping her with the accountability issue was the computer component 
of the Houghton Mifflin reading program. Each student in each reading 
group in the school was tested for skills found in the Houghton Mifflin 
"magazine" (basal section) approximately every four weeks. If a group 
took as long as six weeks between magazine tests, Mrs. Drake met with 
the classroom teacher to discuss the status of what was going on in that 
particular group. On some occasions, Mrs. Drake recommended that chil¬ 
dren having repeated difficulty with reading be taken out of the basal, 
because they had not learned to read using that method. 
Mrs. Drake worked closely with all the teachers in the building. 
She wanted them to see her as involved with them and as supportive of 
their reading efforts. 
She saw herself as encouraging reluctant teachers to "come out of 
the basal" and try a novel with their classes. And she saw herself as 
supporting teachers who were already doing this by providing them an 
array of novels she felt might be right for their classrooms. She had 
begun a system of coding the multiple copies of novels housed in her 
office so that each basal reader had a listing of novels assigned to 
it. Teachers were to choose from these coded novels the literature 
their reading groups could read. Mrs. Drake explained that she felt she 
had to go to this system, because otherwise she could not find a novel 
no one had read as groups changed from year to year. 
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Mrs. Drake wanted children to love reading. She thought that bring¬ 
ing in literature was one way to foster this love. She became committed 
to the idea some years ago as a Chapter I reading teacher. She did 
skills one week and reading the next. "We used to alternate it: a week 
of the lab, which is like skill-based independent work, and then a week 
of reading. They loved the week of reading! So what I think happened 
is if you really can motivate reluctant readers with books, then I think 
my belief became if we gave our good readers more books, reading wouldn't 
be this hour and a half where the teacher gives me a book and I have to 
read only that book." 
Although she was committed to bring in literature, Mrs. Drake 
dubbed herself "a strong supporter of the basal." Ideally, she wanted 
to see a fifty/fifty split between the use of basal and the use of 
literature and material other than basal in the elementary school. 
Mrs. Drake's presence was evident in the building. The year's 
reading theme, "Across the Fifty States," was carried out in common 
areas, as well as in individual classrooms. She arranged for author 
visits and book fairs. As the study ended, she and the teachers were 
implementing a reading incentive program (previously described) in which 
students would be able to "trade" numbers of pages they had read for a 
variety of prizes. 
Classroom A, Grade Six 
Mrs. Darling, Classroom Teacher 
Mrs. Darling was a loving, caring teacher with seventeen years of 
experience. She was a teacher who got more parental requests for her 
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classroom than there were desks to seat the children. And out of dozens 
upon dozens of classroom placements for student teachers, Mrs. Darling's 
room was selected as one of the top-three, most-requested places stu¬ 
dent teachers wished to be placed. 
Mrs. Darling related to her students in a close, personal manner. 
She inevitably wept at sixth-grade graduation, and she had a broad range 
of acceptance when it came to student behaviors. She raised her voice 
and tightened her gaze when necessary, and did not look upon active 
children as "bad," but as "itchy." 
Mrs. Darling used the basal reader selectively. She volunteered 
how she hated basals and was constantly asking Mrs. Drake for novels. 
Mrs. Darling was conscientious in her role as a cooperating teacher 
guiding a student teacher through a practicum semester. She was anxious 
to know all expectations and to be aware of all necessary forms and 
paperwork to be filled out. This conscientiousness made it even more 
difficult for her when she had to be out of school the final few weeks 
of the semester, due first to a death in the family, then to her own 
illness. She stayed in contact with the student teacher by telephone 
and made a special trip to the school for Ms. Hunter's final day. 
Ms. Hunter, Student Teacher 
Petite, fresh-faced, smiling, and willing to work, Ms. Hunter was a 
welcome student teacher in Mrs. Darling's classroom. Her soft-spoken 
manner and her lack of Mrs. Darling's extensive experience made 
Ms. Hunter prone to encountering some disciplinary problems in the early 
going. But with her own determination and Mrs. Darling's suggestions. 
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Ms. Hunter established herself as a genuine teacher with this challeng¬ 
ing group of mature sixth graders. 
Ms. Hunter’s delicate appearance belied the strength and unflappa¬ 
bility she displayed as the term progressed. Throughout the semester, 
her kind demeanor and her patience served her well with the students. 
The highlight of Ms. Hunter's semester was probably the last few 
weeks in which she found herself largely in charge of the classroom, a 
position she had been longing to assume in part, and one she embraced 
like a pro when the lead fell to her during Mrs. Darling's absence. She 
was at school by 7;30 a.m., was willing to show the ropes to a variety 
of substitute teachers sent in to assist her, and did all the planning 
of the lessons. 
Ms. Hunter had been working with a group of lower ability in a novel 
outside the basal. The children in this group clamored to read their 
very first novel of the year, and Ms. Hunter felt a good deal of success. 
A few weeks into Mrs. Darling's absence, Mrs. Drake, the language arts 
coordinator, and Mrs. Morgan, the reading teacher, met with Ms. Hunter. 
They decided that it would be best if Ms. Hunter went back into the basal 
reader with the groups. They felt it provided structure against which 
this young teacher might learn. Ms. Hunter agreed to do so willingly, 
and the plan was carried out. This decision had some negative effects on 
student attitudes which are described later in this chapter. 
At the end of the semester, the principal, the other sixth-grade 
teachers, and other cohorts were most complimentary of Ms. Hunter's 
efforts in rising to the occasion and masterfully assuming the duties of 
a lead teacher. 
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Mrs. Morgan, Reading Teacher 
Mrs. Morgan was a "magnet" reading teacher who had been at Martin 
Elementary School for two and one-half years. Before this year, it was 
her job to focus on enrichment and multicultural aspects of reading 
which might tie into desegregation issues. Now that the school was 
declared entirely Chapter I, Mrs. Morgan was to work with all the stu¬ 
dents, a change which, the student teacher indicated to the researcher, 
was something of an issue. 
Mrs. Morgan was a rather reserved person. She was low-key with 
the children and brought a calming quality to her groupwork. She and 
Mrs. Darling said they made a good team, because they both wanted to go 
beyond the basal. As a reading teacher, Mrs. Morgan did not use the 
basal, but might "take off on it, enrichmentwise." 
She used tall tales and brought in posters, films, short books, and 
novels. At least three times a year she led whole-group enrichment 
activities for a week at a time each time. And on most Fridays, she 
helped with whole-group work built around Martin Luther King Day, Black 
Poetry, Native Americans, etc. Last year, she took part in Pizza Hut's 
reading incentive program. This year, she looked forward to the begin¬ 
ning of Martin Elementary School's own in-school incentive program. 
Classroom B, Grade Five 
Mrs. Brown, Classroom Teacher 
Every inch a gentlewoman, Mrs. Brown spoke softly, yet maintained a 
quiet sense of order amid activity in her class. A veteran teacher, 
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Mrs. Brown began her career in Taylortown, stopped for a few years to 
be with her own family, then went back to teaching in a parochial set¬ 
ting. When a position opened in Taylortown three years ago, Mrs. Brown 
reentered the city school system. 
Sensitivity and openness seemed to be Mrs. Brown's strong suits. 
She was quite aware of home issues with which many of her children 
struggled, and she saw her classroom as a kind of haven. "I want the 
children to be relaxed here," she stated. 
Though much of her past teacher training was traditional, 
Mrs. Brown seemed very willing to innovate. She often asked the 
researcher questions pertaining to current thought and pedagogy of 
specific educational issues. She was quite excited to learn that uni¬ 
versity courses teaching various aspects of literature, whole language, 
and curriculum integration might be offered. She was already experi¬ 
menting with curriculum integration and the greater use of literature 
and was anxious to learn more. Even as a teacher, it could be said that 
Mrs. Brown was an enthusiastic learner herself. 
Last year, Mrs. Brown did a literature unit with Mrs. Drake's 
input. It was on China and used the Jean Fritz book. Homesick. The 
children made a room-length Chinese dragon and did other relaxed activi¬ 
ties. Mrs. Brown felt very happy and successful with the experience and 
seemed ready to do more. 
Mrs. Brown's reading program consisted of both basal and inde¬ 
pendent reading. Developing a love of reading among children was impor¬ 
tant to her. She was most supportive of her student teacher's efforts 
to do an Integrated Day for the children (a day in which all subjects 
were integrated and taught using a common theme) and to have a whole- 
group novel experience, Ben and Me, led by the student teacher. 
Ms. Prima, Student Teacher 
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Professional beyond her young years, Ms. Prima quickly found an 
important place for herself in Mrs. Brown's classroom. With Ms. Prima's 
eagerness to take on responsibility and Mrs. Brown's graciousness in 
giving it, the two formed a relationship which resembled team teaching 
more than student teaching. 
She entered the arena of the classroom with self-confidence and a 
desire to innovate. When conducting a basal lesson on marine life, she 
made paper fish to introduce vocabulary words. She tried, whenever 
possible, to use visual attention-getters to make lessons more lively 
for the children. 
Organization and preplanning were two areas in which Ms. Prima 
excelled. Mrs. Brown commented on these qualities, and it was evi¬ 
dent to the researcher, as well. In her two large undertakings, the 
Halloween Integrated Day and the Ben and Me unit, Ms. Prima's planning 
skills were move evident, right down to the name cards on the student 
desks and the vast array of holiday and historical materials for each 
project. 
So impressive was Ms. Prima in the classroom that when the principal 
came to observe and evaluate Mrs. Brown, he spontaneously decided to stay 
and evaluate Ms. Prima as well, rating her "Excellent" in every category, 
without exception. 
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Mrs. Hall, Reading Teacher 
Mrs. Hall was a former classroom teacher who joined the staff as a 
Chapter I reading teacher. She formerly worked only with remedial stu¬ 
dents, but this year worked with all the children in the classroom, due 
to the changed Chapter I status of the school. 
Mrs. Hall was a good team player. She supported and reinforced 
what Mrs. Brown taught and brought in many ideas of her own. On a num¬ 
ber of occasions, she was happy to describe to the researcher what 
lesson she was doing in the classroom that day. She consulted numbers 
of sourcebooks for assistance in choosing appropriate ideas to shore 
up a particular skill or to emphasize a certain aspect of reading. 
During observation times, she worked with such areas as categorization 
or main idea. She also did a bit of reading aloud to the children. 
Mrs. Hall seemed to have certain behavioral expectations for the 
children. If they went beyond the bounds she found acceptable, she 
quickly talked with them. 
She felt that a child's experiential background was important in 
his or her learning to read. She felt that there was a circularity to 
language arts, such that each fed off the other. And she felt that read¬ 
ing to children was an important activity. 
Classroom C, Grade Five 
Mrs. Kelly. Classroom Teacher 
A career teacher with years of experience, Mrs. Kelly was a strong 
presence in her classroom. "I'm loud and Ms. Hill's loud, too. That's 
why we’re such a good match," she joked. 
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Mrs. Kelly was a high-spirited, high-energy teacher. She wanted 
order in her classroom. She felt she had to be out of the classroom 
during the times Ms. Hill was in charge, because she could not stand to 
overlook some of the student behaviors that Ms. Hill tolerated. "Excuse 
me! was a phrase frequently heard in the classroom in a manner meant to 
quiet the children or to get their attention. Organized and efficient, 
Mrs. Kelly was first to hand in all paperwork related to her role as 
cooperating teacher. She was exacting of herself professionally and 
exacting of her students. 
The basal reader was the primary material for teaching reading for 
Mrs. Kelly. She spoke of being "required" to teach basal. She did not 
want to give her low-ability group independent reading when they needed 
skills. "The low group just doesn't care," she said. "They have an 
attitude." 
She sometimes used novels, but liked to start the year with 
the basal because she thought the children needed to know what to do. 
She believed that some of the basal stories were "really interesting." 
On the other hand, she said, "We can read anything we like to read. 
Mrs. Drake has an awful lot to say. But if I say 'This isn't working. 
What should I do?' or 'Is it all right if I vary?' she'll never say 
'No.'" 
Mrs. Kelly's student teacher, Ms. Hill, stated that Mrs. Kelly 
felt that the reading teacher was never to use the basal and that she 
and Mrs. Kelly must almost always use the basal. 
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Ms. Hill, Student Teacher 
Energetic and forthcoming, Ms. Hill found an immediate role in 
Mrs. Kelly's classroom. She soon adopted Mrs. Kelly’s oft-used admoni¬ 
tion, Excuse me! with the class, although her range of acceptance of 
student behaviors was quite broad. 
Ms. Hill was an exceptionally mature and hard-working young woman 
who seemed very comfortable in the classroom. When illness forced 
Mrs. Kelly to be away for a few weeks, Ms. Hill took over with apparent 
ease. "It's silly for the principal to get a sub, when Ms. Hill can 
teach that class as well as I can," Mrs. Kelly reported. 
Ms. Hill was a quick learner. The mere suggestion that she might 
try relating to a child in a different way or using a greater number of 
hands-on materials spurred her to immediate action. She was very 
desirous of growing and of learning new strategies as a teacher. She 
was already very competent for a person in the position of student 
teacher, but she hungered to gain new competencies. 
The basal reader formed the thrust of how Ms. Hill taught reading 
in Mrs. Kelly's classroom. She expressed disdain for it, but used it 
as instructed. When she was in charge of the planning on Halloween 
Integrated Day, she did not use the basal. And she was thrilled when 
she was able to do a whole-class novel. Freaky Friday, at the end of the 
semester. 
As further proof of Ms. Hill's demonstrable competencies, she was 
hired as a whole-language teacher in another school in the Taylortown 
system at semester's end. 
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Mrs. Green, Reading Teacher 
A young woman having recently completed her Master's Degree and 
interested in doctoral studies, Mrs. Green began at Martin Elementary 
School last year and affirmed that she loves her work. She was a 
Chapter I reading teacher who formerly worked in remediation, but now 
can work with all children. 
Mrs. Green saw herself as doing "supplementary things, fun things 
to benefit the kids. Not a lover of reading as a child, Mrs. Green had 
recently fallen in love with children's literature. She took many chil¬ 
dren's books home with her and read them there. 
Mrs. Drake selected some of the novels Mrs. Green used, and 
Mrs. Green also selected novels on her own. The children read one full- 
length novel per semester. Along with this, she used a number of ten- 
page books from the Sprint series, designed to be high-interest, low- 
vocabulary. She saw them as giving the children incentive. 
Mrs. Green believed she was building the children's enjoyment of 
reading. She cited the example of leaving early for lunch duty and 
having a child ask, "When are we going to get to work with you? We 
only had twenty minutes yesterday!" 
Observations 
During the semester of the study, this researcher visited each of 
the three classrooms on a weekly basis for purposes of gaining access, 
establishing familiarity, and conducting interviews. At three points in 
the semester--near the beginning, in the middle, and at the end-formal 
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observations were conducted in order to obtain a specific picture of how 
reading was handled in each classroom. These nine observations form the 
body of the following descriptive section. 
Classroom A, Grade Six 
Observation One 
Mrs. Darling's (classroom teacher) sixth-grade class had its read¬ 
ing and language arts block scheduled from 11:30 a.m. to 1:00 p.m. daily. 
The specific time frame was created so that a reading teacher could be 
assigned as a partner to the classroom teacher. Many times the first 
half-hour was concentrated on spelling, and the following hour was 
devoted to reading. 
Commercial materials on the wall included a cursive alphabet, a 
calendar, autumn decorations, a punctuation chart, a city map, a poster 
of the presidents, and copies of the Pledge of Allegiance, Bill of 
Rights, and the Preamble of the Constitution. 
Spaces for student work included a current events board, a grouping 
of compositions about "Fall," and artwork related to literature. 
The desks were set up in a sort of c-shape, with two rows facing 
the board and a third row placed at the end of the two. 
On one wall, Mrs. Darling had posted a saying: "Take time to read; 
it is the foundation of wisdom. Take time to laugh; it is the music of 
the soul." 
Except on Fridays when whole-group activities occurred, the class 
functioned in three ability groups. Celebrations was the "top" group. 
70 
Explorations was the "middle" group, and Journeys was the "low" group. 
Names were taken from the Houghton Mifflin basal from which the particu¬ 
lar group read. These groups took turns working with each of the three 
teachers. On this particular day, Mrs. Darling (classroom teacher) 
divided her time working with Celebrations and Explorations, while 
Mrs. Morgan (reading teacher) and Ms. Hunter (student teacher) split up 
the large Journeys group, each half working with one of these two teach¬ 
ers for half the period on one activity, then switching to the other 
teacher for the second half. 
On this day, Mrs. Darling and Mrs. Morgan commented to the researcher 
that one thing the both of them like to do is get away from the basal 
reader. 
During this observation, the top group did research in several trade- 
books with Native American themes. Mrs. Darling had decided that the 
story of Maria Tallchief in the basal would not be of interest to a num¬ 
ber of students, so other books were provided (books about Jim Thorpe, 
etc.). This group did the workbook pages so that they could keep up with 
the skills testing which was administered at the end of each basal sec¬ 
tion or "magazine." Much of their work was independent, with 
Mrs. Darling checking in with them on an individual basis when she was 
not directly working with the middle group. 
The middle group had a basal reader lesson with Mrs. Darling then 
followed up by making a "Wanted" poster as a spin-off from the lesson. 
The basal story concerned a sea-going character named Stormalong. 
Mrs. Darling brought over a globe as a visual aid and asked questions to 
the group as a whole. 
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The "low" group in this class was quite large, so this day they 
were divided between the student teacher and the reading teacher. 
Mrs. Morgan (reading teacher) had brought in multiple copies of a book, 
Strange and Eerie Tales, plus headsets and an accompanying tape of the 
book. They heard and read the story, then participated in a discussion 
about the book and tape with Mrs. Morgan. 
Meanwhile, Ms. Hunter (student teacher) worked with the other half 
of the Journeys group. She had collected newspaper photos and articles 
concerning the presidential debates and had cut the articles into strips. 
The group discussed their opinions about the debate and then about the 
articles. Following the discussion, they were to put the article strips 
in order to make a sequential story. At this time, Ms. Hunter also 
asked a good many open-ended questions to her group, such as "If you 
were a writer, what article would you write?" or "What do you think the 
story could be about?" 
Observation Two 
Ms. Hunter (student teacher) started off the period by reading aloud 
a mystery story to the group. They then broke up into their ability 
groups: Celebrations, Explorations, and Journeys. On this day, 
Ms. Hunter worked with a substitute teacher. 
The top group had finished a novel, Slake's Limbo. It was the 
story of a runaway boy whose abusive situation had caused him to create 
a makeshift home for himself in the subway of an inner city. One child 
produced a box of art materials to which the others flocked. A large 
cardboard refrigerator box was pulled into position at the side of the 
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room. The project was carried out adjacent to where the middle group 
was about to start their basal story. A number of children in the 
middle group eyed the project the top group was doing with great 
interest. 
The group of four boys and girls fashioned the box to look as much 
like the boy's shelter as possible. They pasted on a sign with the 
book's title, plus the names of all who worked on the project. There 
was concern that they not make the structure look too tidy. Two children 
lined the bottom with newspapers and painted the interior. The rest 
worked on the outside. One child took some time out to read a section of 
newspaper he had confiscated from the floor of the box. 
The top group continued working actively for the duration of the 
reading period. Their project was later displayed in the central library 
of the school. 
The substitute began the basal lesson with the middle group. This 
group was her focus on this day, with Ms. Hunter (student teacher) divid¬ 
ing her time between the high and the low groups who were both working 
on literature projects. The substitute began by asking who did not 
finish the workbook. She then directed them in a silent and in a guided 
workbook activity. The subject was the electric eel. For the most 
part, the group remained seated for the hour. When one child got up to 
go over and look at the project the top group was doing, he was told to 
come back and be seated. 
The low group had begun the period with Ms. Hunter's saying, "I 
want your full attention. We are doing the characters from the story. 
You can draw them, cut them apart, then we will pick out the ones we 
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want for the bulletin board. They can be any character from the whole 
story." 
The group had completed a novel, Sideways Stories from Wayside 
School. was the first novel they had read as a group that semester. 
They were in the midst of preparing a bulletin board display for the 
school library as a culminating activity. Three children were working 
inside the classroom, and the researcher worked in the library just out¬ 
side the classroom. 
Inside two girls worked together, and one worked alone. There was 
some quiet talk and much smiling between the two. Outside by the bulle¬ 
tin board the children were eager to share details of their work with 
the researcher. There was much laughing and joking among the group, 
some of it about the project at hand, some of it concerning boyfriends 
and girlfriends. 
As the period of reading drew to a close, two children from the 
middle group stopped reading and went to look at the project the top 
group was finishing. The teacher again reminded them to stay in their 
seats. 
Observation Three 
On this day, the top group worked with a substitute teacher, due to 
Mrs. Darling's (classroom teacher) extended absence. A few finished a 
crossword puzzle from the day before. Those who had already finished 
the puzzle read independently from self-selected paperback novels. 
The substitute gave directions for the pages in the workbook which 
accompanied the basal. The children did the workbook pages for about 
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thirty minutes. For the remaining thirty minutes, they read in their 
individual novels. 
The substitute gave directions for the pages in the workbook which 
accompanied the basal. The children did the workbook pages for about 
thirty minutes. For the remaining thirty minutes, they read in their 
individual novels. 
The middle group read multiple copies of the Betsy Byars' novel, 
Trouble River. They were all at one table and were going around, 
person-by-person, reading orally with Mrs. Morgan (reading teacher). 
One child in the group stared off repeatedly as his classmates read 
orally. Ms. Morgan asked questions of the group concerning vocabulary, 
reasoning, and recall. 
Ms. Hunter (student teacher) had been asked to return to the basal 
reader, instead of continuing with her novel work with the low group. 
When she, Mrs. Drake (language arts coordinator), and Mrs. Morgan 
(reading teacher) had met earlier, they decided that the basal would 
give Ms. Hunter more structure with the students during Mrs. Darling's 
extended absence. 
Ms. Hunter worked with the basal flip chart, first of all, covering 
the concept, "main idea." The story subject used to teach the concept 
was about a river hippopotamus. They did the chart reading, and 
Ms. Hunter asked a girl in the group to give the main idea. She could 
not do so. When Ms. Hunter asked the main idea of a novel they had 
read> stories From Sideways School, two children responded correctly and 
with laughter: "It was about underwear!" 
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When making the transition to the next concept on the chart (com¬ 
pound words), Ms. Hunter sensed a restlessness in the group and said, 
"Let's do this quickly. It sometimes can be fun. It is make-up work." 
The students subsequently responded that they had "no idea" of the 
answers and that the words were "stupid." 
Classroom B, Grade Five 
Observation One 
Mrs. Brown's fifth-grade classroom contained a cursive alphabet, 
a map of the United States, a basal flip chart, a calendar and a group¬ 
ing of autumn pictures. All were commercially prepared. Noncommercial 
materials included a "Locate the Indian Tribes" map and a chart listing 
different tribes and descriptive phrases about each. This was related 
to a literature activity the class had done. Other child-made materials 
included a display on food groups and individual coats of arms. 
Teacher-prepared items included a list of outstanding spellers, a 
display of spelling words labeled "Letter Perfect," and a chart of 
sentence diagrams. 
The desks were arranged in six rows of three and four seats per 
row. 
The class had three ability groups ranging from high to middle to 
low, according to basal levels. They were Flights, Journeys, and 
Explorations, respectively. On this day, as was the routine for most 
days, each of the three groups spent some time in and some time out of 
the basal reader during the reading period. 
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The low group started with the reading teacher, Mrs. Hall. They 
were reading a nonbasal book from the Sprint series, which was designed 
to be of high-interest, low-vocabulary content. The book was titled 
Breaker and was about a boy and his adventures with a citizens' band 
radio. They read from the book and discussed it as a group. 
Next, the low group met with Ms. Prima (student teacher). They 
moved from a grouping of desks to a table to work where the basal flip 
chart was stationed. Ms. Prima presented the basal topic, "Line Graphs," 
from the chart with some formal explanation, then the group did a related 
exercise page. This day, the group did not have an opportunity for any 
independent work after the second activity, as the period was shortened, 
due to a school meeting. 
The middle group started their day with Ms. Prima. They read 
reports they had written the day before in conjunction with a story they 
had read in the basal reader. Next, they did vocabulary words on "What 
Makes a Bird?", the next story in the basal. 
Ms. Prima had drawn various birds on the chalkboard, and the chil¬ 
dren discussed a number of characteristics of birds. A factual approach 
to this nonfiction selection was emphasized. 
Following this, the group went to Mrs. Hall (reading teacher), who 
reinforced what Ms. Prima (student teacher) had done by presenting a 
lesson concerning looking for details in a story. Mrs. Hall brought in 
a number of short stories the children read. Next, they used a large 
yellow paper star to list the main idea of a story summary in the middle 
of the star and list five important details from the story on each of 
the star's points. 
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The top group was with Mrs. Brown (classroom teacher). They 
started with an exercise on context clues from the basal workbooks. 
Next, Mrs. Brown introduced the basal story, "Rusty Toes," a legend. 
They were to read the story on their own and do follow-up questions at 
their seat. 
After the basal lesson, Mrs. Brown (classroom teacher) conducted a 
sharing time in which the children discussed the books they were reading 
independently. The students were visibly excited and animated in their 
conversation when discussing their self-chosen books. One child was 
reading a Ramona book, while another had Island of the Blue Dolphins. A 
third was very excited over his selection of Julie of the Wolves: "It's 
dark now and she has no food and she wants this wolf to look at her." 
Mrs. Brown finally stopped the discussion because time was up, and the 
children had to begin their seatwork, some basal workbook pages. 
During this discussion, Mrs. Brown had encouraged the children to 
imagine about what they are reading: "Can you make pretty pictures of 
what's going on in your mind?" She made statements encouraging the 
pupils to think further: "Keep reading and you may find the clue. And 
also see if you can find why it's daylight for so long." 
On this day, Mrs. Brown (classroom teacher) told the researcher 
about some of the reading materials in her classroom. She explained that 
she gets books for the children to select from the Trumpet Book Club. 
She has such titles as The Secret Garden, Winnie the Pooh, The Best 
Christmas Pageant Ever, The Cat Ate My Gymsuit, The Night Swimme_rs, Jhe 
Sign of the Beaver, Oueenie Peavy, Tales of a Fourth Grade Nothing, 
M. C. Higgins, The Great, and others. 
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Also in this classroom was the Houghton Mifflin Literature Bookshelf. 
It contained paperback copies of books, accompanying tapes, and 
"Literature Journals," containing activities to be done in conjunction 
with the books. The children were not able to write directly in the 
journal, due to school policy. 
Observation Two 
Ms. Prima (student teacher) had asked permission to do an Integrated 
Day for Halloween with the class. She had done the majority of the plan¬ 
ning and took the lead in carrying out the lessons of the day with some 
support from Mrs. Brown and Mrs. Hall. The Integrated Day is a concept 
Ms. Prima carried out as part of the requirement for her pre-practicum 
semester. Her experience with it was successful during her former place¬ 
ment, and she had decided to take on the project on a voluntary basis 
this semester. The idea is to integrate areas of curriculum around a 
common theme, a concept she had worked on in her undergraduate methods 
classes. 
The theme Ms. Prima centered around was Halloween. All subjects 
drew from this holiday motif. 
The children passed through the black, orange, and yellow streamers 
on the door with audible gasps. The classroom had been transformed into 
a space filled with spooky overtones. Four full-length cardboard skele¬ 
tons were placed in corners. One bulletin board was covered with an 
artificial spider web and plastic spiders. Another was adorned with 
yellow, orange, and white balloons. A third displayed student work done 
in the Halloween theme. A sheet-covered ghost with a balloon head rested 
in a corner. 
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Individual name cards in the shapes of ghosts, pumpkins, and scare¬ 
crows were taped onto student desks. The children noticed these attrac¬ 
tive cards right away. One child suggested that the researcher take a 
picture of his card. The cards would be used later in the day in form¬ 
ing three groups for pumpkin carving and math activities. 
The reading block time started with a read-aloud. Ms. Prima 
(student teacher) read the picture book Emma by James Stephenson. A 
second selection, "The Witch Who Couldn't Fly," from Cricket magazine, 
was read by Mrs. Hall (reading teacher). 
Following these introductory readings, Ms. Prima conducted a brain¬ 
storming session for the purpose of collecting student-generated words 
about Halloween and to get the students started in thinking about 
Halloween concepts and ideas for possible use in their writing. The 
chalkboard became filled with terms from the students: "vampires, 
Frankenstein, magic feather, midnight, trick-or-treat, witches, owls, 
brooms flying, haunted houses, screams." 
At Ms. Prima's suggestion, the students then discussed how ghost 
story characters might be different from the characters they usually 
read about. They then named the qualities usually associated with ghost 
stories. As a culmination to the whole-group work, the students col¬ 
laborated on a large crossword puzzle on the board in which Mrs. Hall 
(reading teacher) filled in the answers the students provided. 
Next, Ms. Prima (student teacher) gave directions concerning the 
writing of individual short stories. Mrs. Prima guided the students, 
saying, "They can be gory; they can be funny. . . . It’s going to be 
your own story. II 
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After about twenty minutes of writing time, the students began 
requesting to read their stories: "Now can we read?" "Please, please, 
please!" 
As different children shared their individual stories, those serv¬ 
ing as audience were, for the most part, quite attentive. Some were 
leaning forward. Others were up on their knees in their seats. Much 
laughter ensued during readings. Story subjects included the horror 
movie character Jason, a haunted Halloween party, and "The Time I Scared 
the Living Daylights Out of My Teacher, Ms. Prima." 
Following the student readings, the time in the reading block had 
elapsed, and Ms. Prima moved on to Pumpkin Measurement Math. 
Observation Three 
Using heterogeneous grouping and other principles of collegial 
learning, the class did a whole-group novel, Ben and Me, led largely by 
Ms. Prima during her student teaching "Week in Charge." This was a 
reading activity relatively new to Martin Elementary School. At this 
time, they had only a handful of novels in a quantity sufficient to pro¬ 
vide a copy for each child in a whole class. Ms. Prima had worked with 
Mrs. Drake (language arts coordinator) in ordering the copies for this 
class project. 
Desks were arranged so that the groups of children faced each other. 
Five groups of peers were at work reading and doing book activities 
together. Children of varying ability levels had been purposely placed 
within the same group of colleagues. 
Ms. Prima (student teacher) had assembled an impressive display of 
artifacts attractively arranged on a large reading table. These 
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included: photographs of Benjamin Franklin, an historical map of the 
United States, prints of proverbs, a number of antique books, and an 
old lantern. 
The principal had photo-enlarged a drawing of the book's main 
character, Ben the mouse, on a machine in the office. It was placed on 
the front board. Each child had been given a colorful individual work 
folder. 
By 8:20 a.m., all the children were busily involved in work at 
their individual tables. All three teachers circulated to respond to 
student questions. The children were at various points in their reading 
of chapters one and two of the text. Some children were beginning to be 
ready to look at questions at the back of the room. 
Following the questions, students selected from a list of project 
choices including mapmaking, picture drawing, and comic strip creation. 
As some children began to draw maps, one was heard to volunteer, "I love 
this story!" 
At 8:45 a.m., Ms. Prima had to call the activities to a halt: 
"Things got chopped in half today. We have to go to computers. Watch 
your time. We have to go to computers." 
Classroom C, Grade Five 
Observation One 
Reading time in this fifth-grade classroom was from 8:00 a.m. to 
9:30 a.m. The class functioned using three ability groups: Caravans, 
Flights, and Explorations and were identified as being third, fourth, 
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and fifth grade levels. The children were grouped by the language arts 
coordinator previous to the first day of school, according to their 
progress in the school's basal series fro™ the past school year. I„ 
this classroom, students started right into their basal placements at 
the beginning of the year. 
The children's desks formed a large square, with a row within the 
square. Usually three teachers worked with the children during the 
reading block, but today the reading teacher was at a meeting, so 
Mrs. Kelly (classroom teacher) and Ms. Hill (student teacher) filled her 
slot. As was customary in this classroom, the day's reading work was 
written on the board, according to group. All work for all groups was 
basal workbook and vocabulary, with three exceptions: storyreading, 
library-book reading when finished, and making up nonsense words and 
meaning. 
With Mrs. Green's (reading teacher) absence, the low group appeared 
to be somewhat at loose ends. The children in this group spent a con¬ 
siderable amount of time looking away from their work. The two teachers 
spoke to this group about not "rocking back" in their chairs and about 
not getting to work. One boy looked at the classroom bookshelf, but 
took nothing. He was offered a library pass, which he took, and was told 
to be back in five minutes. 
A few minutes before nine, Mrs. Kelly (classroom teacher) met with 
the low group. She went around to each child checking seatwork and 
expressing chagrin at the minimal amount of work accomplished. 
Two members of this group obtained library passes and went to select 
books. Three members of the group visited the classroom bookshelf. One 
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girl selected Annie, which she soon returned to the shelf. She examined 
other books, but did not take any. She went back to her desk and talked 
quietly with the boy next to her. Another boy was asked by Ms. Hill, 
"Is there anything that looks good? Go look." He selected Emil and the 
Detective. 
A sampling of titles on the classroom shelf were; Farmer Boy, 
Pippi Goes on Board, 20,000 Leagues Under the Sea, Freedom Train. My 
Brother Sam Is Dead, Queenie Peavy, Sounder, The Wonders of Seeds, 
Treasure Island, The Long Winter, Great Sea Stories, Jimmie Walker, The 
Dynomite Kid, etc. 
The middle group began its day with Mrs. Kelly (classroom teacher) 
at the large reading table. They corrected their workbooks from the 
time before, then proceeded into guided workbook activities. When 
finished, they were told to read their library book or get a pass to go 
to the library. Two girls from this group read paperbacks when they 
had finished their work. One boy was unable to begin, because he had to 
wait for one of the three passes available in the classroom. He would 
not be allowed to go, Ms. Hill (student teacher) said, until his math 
workbook was done. 
The top group did mostly workbook work on this day. Later they 
made up five nonsense words and meanings for them. Ms. Hill (student 
teacher) called them to the reading table where they covered the basal 
skill concerning test-taking. 
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Observation Two 
After a successful experience using an Integrated Day in her pre- 
practicum placement the semester earlier, Ms. Hill (student teacher) had 
volunteered to do an Integrated Day and had received permission to do 
so. Halloween was the theme she chose, from which she had built all her 
lessons across the curriculum. She had done some planning with 
Ms. Prima, but each had come up with individual plans for their 
classes. 
Entering through colored streamers to which plastic spiders had 
been attached, the children found a changed classroom. The desks had 
been moved out of the usual rows, and in their place were three circles 
of desks. Ms. Hill was curious as to how the students would react, 
but reported being surprised at "how great they're doing." 
One bulletin board used a cemetery motif, and another used a 
pumpkin patch. As children entered, they were encouraged to begin a 
penmanship page: "The black bat blew bunches of bubbles in Bolivia." 
Music played in the background: Michael Jackson's "Thriller" and 
"Monster Mash" by Bobby Borris. 
During the reading time, the children spent a half-hour at each of 
the three circles. One circle was "Listening to Ghost Stories." A 
listening center with headsets was used for the children to hear various 
stories, such as "The Telltale Heart" by Poe. While the children 
listened, they were instructed to draw pictures of their own thoughts 
and impressions. 
"This doesn't have to be a picture of the story. It's just what 
listen. Use pencils or colors. Some people you think about while you 
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like one, some like the other," said Ms. Hill, "I don't care. Everyone 
will have a different idea." 
At the end of the recording, a discussion and sharing of pictures 
followed. “What did you think of the story?" "Let's see your picture- 
a green witch!" 
The second circle was "Mixed-Up Halloween Vocabulary." The chil¬ 
dren drew pumpkins on orange construction paper. Then they unscrambled 
fifteen mixed-up Halloween words and wrote them on their pumpkin. 
Scrambled words included: thicw, tac, dncay, kticr, umtsoec, ooyskp, 
adkr. 
The third circle involved completing a sheet of "Halloween Sound 
Words." Words such as whoosh, clatter, purr, etc., were shown in a 
witch's cauldron and were to be put beside the matching space: "the 
sound of something rushing by, the sound of a happy cat." The children 
then made up Halloween riddles of their own. 
Observation Three 
This was Ms. Hill's "Week in Charge" as a student teacher. For the 
first time this year, the students were working on a whole-group novel, 
Freaky Friday. The children were grouped into teams of three and four 
of varying ability levels. Each team had chosen a team name, such as 
the Freaky Lions, the Pumpkin Seeds, and the Nerds. 
Ms. Hill was most anxious to leave the basal reader and try out a 
novel. The parts to the novel lesson included oral reading, comprehen¬ 
sion questions as a group, vocabulary study, and activities. When asked 
why oral reading was chosen, Ms. Hill said they had decided it would 
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build confidence in oral reading, and aid in listening comprehension 
and following along. 
Ms. Hill listed comprehension guestions, vocabulary, and activities 
on the board, along with the following activity all children were to do: 
"Annabel seems to think that adults live lives full of lunch dates and 
fun. Create the ideal schedule for yourself, if you could be an adult 
for the day." 
Ms. Hill was completely in charge of the class, while Mrs. Kelly 
(classroom teacher) and Mrs. Green (reading teacher) did some planning 
at Mrs. Kelly's desk. The children had been instructed at the start of 
the period to begin reading orally together, then to answer the questions 
about the novel and define the vocabulary. 
The students appeared very busy. Some had chosen to work with 
another person in the group, while others did parts individually. There 
was a good deal of movement in the room. There was much interaction, as 
children complimented each other on the finding of answers with a hearty, 
"Good!" 
The room remained a sort of beehive of various activities throughout 
the reading time. 
Interviews/Written Responses 
The researcher conducted interviews with the principal, the language 
arts coordinator, the three classroom teachers, the three student teach¬ 
ers, and the three reading teachers at Martin Elementary School. The 
language arts coordinator and the principal were interviewed three times 
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each. The researcher formally interviewed the teachers at length one to 
two times each. She also visited with them on a weekly basis or some¬ 
times more frequently. 
Interviews with the three administrators beyond the school were con¬ 
ducted off-site, three times at administrators' offices and twice by 
telephone. The interviews were used to obtain background and historical 
material for the study, to confirm information the researcher was gather¬ 
ing within Martin Elementary School, and to see how attitudes and beliefs 
about basal readers and literature of administrators affected what 
occurred within Martin Elementary School. 
All Martin Elementary School personnel were asked to respond to a 
Reading Decisions Questionnaire and a Reading Models Opinionnaire as a 
part of the interviews. They were also asked to write about their feel¬ 
ings concerning various aspects of whole language on the Whole Language 
Definitions sheet or to speak about their views on that topic within the 
context of the interviews, since whole language is closely related to 
literature-based reading. Data from these sources were included in this 
interview/written responses section. 
Various descriptive questions were also used during the interviews 
(see Chapter I, pp. 5-6). Following ethnographic interview style, the 
questions were used as a guide during the interviews, but were not used 
verbatim in every interview. 
88 
Classroom A, Grade Six 
Mrs. Darling, Classroom Teacher 
Descriptive Questions. 
1. What does reading look like in your classroom? "A mess!" 
Mrs. Darling exclaimed. "There are so many different activities and 
novels and projects!" 
2. In what ways do you bring in literature beyond the basal? "With 
novels, she said, and with videos. We do whole group every Friday." 
3. How do you feel evaluation techniques affect the reading pro¬ 
gram? Here Mrs. Darling differed with some others in indicating that 
she did not feel constrained by the workbook pages. "I can defend any¬ 
thing I'm doing in reading. I don't need a written test." She said that 
she evaluated on a daily basis and that the evaluation was ongoing. 
4. In what ways do you feel supported in moving beyond the basal? 
"Well, by the principal and by the language arts coordinator and by my 
own beliefs," she replied. 
5. In what ways do you feel constrained? "The time! That time 
block just isn't long enough to do three groups. I think two groups 
might work better," she said. 
6. What is your idea of an ideal reading program? "One with more 
reading in the content areas," she responded, "and less grouping. From 
first grade, they're tracked for life." 
7. What specific student outcomes are important to you? "To have 
them like to read. Then the reading will improve, because they're doing 
it," she said. 
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8. What effect have courses had upon you? Mrs. Darling responded 
immediately, "I took the Teacher Expectation/Student Achievement course 
every week for a full day in 1983. We looked at how we are programmed 
to respond to students, that what you expect is what you get. Some of 
it was language arts and reading based. We learned about accepting stu¬ 
dents multiculturally; also, an E.S.S. science course I took helped me 
in teaching hands-on." 
9. Describe yourself as a reader. "Reading was a bit difficult 
for me, because I would read so quickly," she recalled. "I always liked 
it, but I never liked being told what to read. Now I will pick up a 
children's book and read it before I'll pick up an adult book! In 
summer, I read a lot of novels." 
Reading Models Opinionnaire. Mrs. Darling selected the whole 
language model of reading. "This is less fragmented," she commented. 
"It gives flexibility, and they learn more." 
She felt the decoding model did not "mean anything" to students and 
that it was important to relate old skills to new, rather than teaching 
them in isolation. 
Whole Language Definition. She responded, "Whole language, to me, 
would be expanding on what they know and reinforcing new skills and old 
through various mediums. Social studies, science, etc., become part of 
the reading process." 
In terms of student responses and teaching differences, she said, 
"They'd much rather read novels. They express excitement. And I'm not 
a basal person. I'm more flexible. If I'm in the basal, I'll do this, 
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this, this. But if I'm not, I give choices, and they never even know 
I'm doing skills." 
Ms. Hunter, Student Teacher 
Descriptive Questions. 
1. What does reading look like in your classroom? "It depends on 
the day," Ms. Hunter reported. She went on to explain that there are 
usually three teachers who get around to working with approximately two 
of the three groups each. As far as kinds of materials used, she saw 
the room as going basically by the basal. 
She described the three reading groups in the following manner: 
Celebrations is the highest group. The reading teacher likes to spend a 
lot of time with them. They are "very intelligent and pick right up on 
things." She saw this group as working mostly out of the basal. 
Explorations is the middle group. She described them as "cooperative, 
smart" and said "whatever they do, they're happy." She saw them as func¬ 
tioning basically in the basal. They were taken out a time or two to 
make a game, but they haven't taken time to play the game for a whole 
period. The Journeys group was the lowest. It was difficult to work 
with them, because of two reasons: their "boisterousness" and their 
large group size. She admitted having a hard time with them, because 
they wanted to answer at the same time, and they withdrew if not called 
upon. They were in the basal most of the time "which is probably 
ridiculous for them," but were just about to start a novel at the time 
of the interview. 
2. Give examples of ways you go beyond the basal. Ms. Hunter said 
she had used newspaper articles and comic strips. She saw the reading 
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teacher using taped stories. On Fridays, the class often had whole- 
group activities, such as Indian legends, followed up by a movie. She 
said the class is read to two or three times a week. They had just 
finished The Legend of Sleepy Hollow and would soon be seeing the 
movie. 
3. How do you see evaluation or testing affecting the program? 
Ms. Hunter said that when the children finish a workbook, they move. 
She felt the language arts coordinator had a lot to say about evaluation. 
She believed Mrs. Drake (language arts coordinator) and Mrs. Darling 
(classroom teacher) generally discussed if children could skip material 
or when they could move on. 
4. Are you still doing the workbook when you aren't in the basal? 
"During the activity I was doing, we were doing workbook skills." 
Mrs. Darling often does workbook pages with the class. Ms. Hunter did 
not believe every page had to be done. 
5. How do you feel supported in going beyond the basal? "The 
teacher encourages me at the appropriate time and gives me ideas," 
Ms. Hunter says. "The language arts coordinator gave me a novel and 
ideas of what to do." 
Reading Models Opinionnaire. When asked which model offered the 
best picture of her beliefs, Ms. Hunter selected the whole language 
model. But she added she felt she had drawn from all the models in her 
student teaching. She sometimes used the decoding model since "Journeys 
is so far behind." As a student teacher, she said, "I'm just getting 
used to everything. I need to learn the skills, too, then use my 
, she also saw value in the skills model. creativity." For this reason 
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She said she felt it was valuable "because they might not get it if I 
were doing it on my own." She said she would use the skills model "a 
little lesson here and there, not continuously." 
She chose the whole language model because the children "get the 
most out of it. It's the real world. It has more meaning to them. 
. . . It s a reflection of themselves, such as when they do stories and 
projects. . . . It's like what we do on Fridays." She had wanted to use 
this approach in doing a project with the Constitution, but it had not 
worked out, because things were "so structured." She reported, "We had 
a university seminar last week, and a teacher showed us how he did this." 
She added that the whole language model was desirable, because the chil¬ 
dren "were anxious to do it." 
Whole Language Definition. On the topic of whole language, 
Ms. Hunter wrote: "My definition of whole language is to integrate 
subjects using a variety of reading materials to help the students 
better understand and become more interested in the subjects. Whole 
language eliminates the basal reading levels and limits put on the stu¬ 
dents to help them become more creative and ambitious. I fully believe 
the whole language process is the ideal way to run a classroom. Through 
my experiences using the whole language process, I have found the stu¬ 
dents to be more lively and excited about their work, making it easier 
to encourage them to read and write more in the future." 
When asked to comment on any observed differences in children's 
responses or differences in her own teaching, the student teacher wrote: 
"I see a big difference between the two. When using the basal, I find 
the stories to be quick and hard for the students to become entranced 
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with them. Also, some of the lessons in the basal reader do not have 
personal meaning with the children. When using a novel with one of my 
reading groups, I saw a big difference in the students' reading habits. 
They were excited about reading and talked about their novel among each 
other, during group and on their own time. They really enjoyed it! In 
my teaching, I feel better and respond, also, to a bigger response from 
the students. I find a novel to be more personal and creative, making 
reading a pleasurable activity and not a duty." 
Mrs. Morgan, Reading Teacher 
Descriptive Questions. 
1. Tell me about the materials you use. "We don't use the basal, 
per se, but we can take off on it, enrichmentwise," Mrs. Morgan reported. 
For example, following the children's reading of tall tales in the basal, 
she brought in additional tales, a film, and other materials which con¬ 
nected to the topic. When the group had read about the discovery of the 
South Pole, she did a study with a group on Arctic and Antarctic 
explorers in which they did library research and wrote papers. 
She also added that she is responsible for whole-group enrichment. 
It can work different ways, either blocking off Fridays for the activi¬ 
ties, or taking over the class for a week at a time during three or four 
different times of year. Activities may be built around Martin Luther 
King Day or Hannukah or may have to do with Black Poetry or Native 
Americans. 
2. Can you talk about specific ways you bring in literature? 
"Through the reading incentive program," Mrs. Morgan said. Last year, 
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they had used the program sponsored by Pizza Hut, but they felt that 
some of the students might not have been able to get to Pizza Hut to 
receive their pizzas. This year, they are working with their own pro¬ 
gram. "Each child has a ship, a rocket, a crystal ball, depending on 
the classroom," she said. The child has a folder with a list of books, 
and he or she keeps a record of the number of pages read. Mrs. Morgan 
said they felt that was fairer than using "the number of books read." 
The student may conference with the teacher, may do a project, may write 
a report. Every fifty pages is worth a point. After five points are 
earned, the child gets a certificate. Other prizes are involved, also. 
Mrs. Morgan reported the program was "going gangbusters!" 
3. What student outcomes are important to you? "I think an appre¬ 
ciation of literature. For example, I read Bunnicula ... now the kids 
want to read the sequels. I take that as a real positive outcome. They 
realy were excited. If I read Beverly Cleary, maybe they'll want to 
read more by that author." 
4. Do you observe any difference in the classroom when the students 
are in basal? "I think it's more relaxed when reading novels. Of 
course it depends on the teacher. Mrs. Darling's situation is ideal. 
Other teachers, I don't think, can work that relaxed and get that much 
out of the kids." 
5. Describe yourself as a reader. Mrs. Morgan said she did not 
have time to read during the school year. "But as a child growing up, I 
had a mother who read aloud to me. I can remember Heidi and The Bobbsey 
Twins. I can remember placing my bathrobe across the bottom of the door, 
hiding so I could read under the cover. Then, high school I didn t read 
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too much. I was too social. Now I've come back to it. In the summer, 
I don't put books down." 
— ding Models Qpinionnaire. In terms of the decoding model, 
Mrs. Morgan thought, "This is the way to learn early decoding skills, 
and I partially agree with this." She had nothing to say, concerning 
the skills model. Of the whole language model, she said, "I agree with 
this model, because I think language should be integrated as a whole." 
Whole Language Definition. She felt it works best with primary 
students. She did not feel whole language was being done at Martin 
Elementary School. She viewed the approach at Martin Elementary School 
as hands-on, as experiential. She felt children who start in whole 
language programs may become "lost" when placed in more traditional pro¬ 
grams, and said, "There had to be a happy medium." 
Classroom B, Grade Five 
Mrs. Brown, Classroom Teacher 
Descriptive Questions. 
1. How would you describe reading in your classroom? "I like to 
make reading alive," Mrs. Brown said. She described reading as even 
better than movies or television for the children: "Like I tell them, 
by using your imagination, you're making up in your mind all the 
scenery, all the setting. ... You can really imagine your character. 
. . . You can create any picture you like. . . . And I like to excite 
it. I like to made it alive, to make for the kids a friend to 
them. 
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• Tg 11 mG some ways that you bring in things beyond the basal. 
"Well, beyond the basal we have gone into a novel where the whole class 
is integrated. And we have taken two to three weeks where we just read 
this novel. We talk about it. We get into the geography of the novel, 
the characters." She further described a play the children videotaped 
and a large mural which they painted. "We really brought in a lot of 
areas there." 
3. Some people find it a sticking place if they have to follow 
basal guidelines. How did you handle this? "I didn't find it a hard¬ 
ship at all. We were right up to date at the end of the year. . . . Many 
of the skills they know. ... It is quite repetitive. So I didn't feel 
it necessary to get locked into teaching every little thing." 
4. Do you feel that the evaluation techniques affect the reading 
program? How do you deal with that? "We do have in our guide . . .all 
the skills reviewed for the child. You can go over it with them. 
... I run them off, the sheets, and we'll just go through them and that 
prepares them too . . . kind of like a quick review. ... It's set up 
like their test would be using different materials of course. ... I 
just kind of draw out what is necessary." 
5. During the reading block, what percentage of time are you in the 
basal and what percentage are you out? "I'd say 50/50. They all get 
that other (reading teacher materials). We're out a lot, and Mrs. Hall 
does the other." 
6. In what ways do you feel supported in moving beyond the basal? 
"Mrs. Drake supports it. She likes to see it being done. Not all teach, 
ers like it. It's extra work. They're in a narrow, rigid atmosphere. 
97 
They don't like to deviate. But it doesn't require that much extra 
work, and I'd get so bored, otherwise." 
7. In what ways do you feel constrained? "I would do away with 
the testing. I don't like the tests. All the little marks like the 
schwa, I d take that out. I would just touch upon those things lightly. 
I would do what I've been doing. I use the assessment page as a quicker 
review of skills, then I don t have to spend so much time." 
8. How is voluntary reading handled? "They have a book. I take 
the name and author. They tell me about it orally. They can illustrate 
it. They can write a report." 
9. What specific student outcomes are important to you? "I'd 
like them to really like to read, to see that a book is a friend who can 
fill a void of loneliness. . . . Also to understand--! think comprehen¬ 
sion is so important--and to understand the different styles authors may 
use, such as flashback, dialogue, characterization." 
10. What effect have courses had upon you? "I had courses years 
ago. Being a parent has helped. Different seminars have helped. I like 
to hear speakers like Jim Trelease. I like to keep up with education." 
11. Describe yourself as a reader. "I like to read. I like 
biographies. I love to read about people's lives. I find it relaxing. 
I don't like TV. In the summer, especially, I like to read. And I like 
children's books, so I like to kind of keep up. I liked to read average 
as a child. Oh, I loved the picture books!" 
Reading Models Opinionnaire. "I like the language-based or the 
whole language model. I think the top two are too isolated. They don't 
tie in with what reading is, really. Sometimes the child may be good 
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reading orally, sounding, but not getting the meaning, the comprehen¬ 
sion. They just may be slow to develop in that area. They think, 
What a beautiful reader, but, what is reading? It's meaning, compre¬ 
hending." 
Whole Language Definition. "Whole language approaches many areas 
of learning: visual objects and many resources to help enrich a novel. 
Poetry, plays, etc., are used under the guidance of the teacher." 
"The display in the room when Ben and Me was introduced gave the 
children a better view of and understanding of this period in history. 
This gives the children a clear view and insight to the setting that 
surrounds the story." 
"Reading aloud to the children other stories that depict the same 
time period enables the students to hear the different language expres¬ 
sions, maxims. Discussing this with the children helps with the reading 
of a novel. More aware of mannerisms, etc., during this time in history, 
as compared to modern day. Acting out, role plays, using a video, the 
students can actually feel the character they are portraying. This is 
terrific for characterization development. It introduces drama into the 
class and enables the child to be creative with expressions. This is 
usually met with success." 
Do you observe any differences in children's responses to reading 
when you are using literature or novels in contrast to when you use 
basal? Do you notice any differences in your own teaching? "I have 
noticed that the student who enjoys (whole time) reading is much more 
excited about using a novel. The other students appear excited at the 
time, but it doesn't last through the two-week period." 
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"The child who enjoys reading attacks the novel and all the activi¬ 
ties that go along with it with enthusiasm. They seem to lead their 
group in the discussions. They are also quite helpful with the child in 
their group who might be less interested." 
"The students tire of the basal. So many of the stories are not 
that interesting. The format of the lessons and skills are quite repeti¬ 
tive. The novel offers more of a challenge. Worksheets and language 
development are more fun. Doing research in the library helps them 
develop good self-esteem. The integrated levels in reading help so many 
of the students develop good self-esteem." 
"I am more enthusiastic about a novel. I want to bring in the 
arts: drama, poetry, historical, geography. It is so much fun. Ben and 
Me has enabled the teacher to tie in science (electricity). The chil¬ 
dren were really excited about this. They worked with batteries and 
1ights." 
Ms. Prima, Student Teacher 
Descriptive Questions. 
1. Describe how reading looks in your room. "Last week, the first 
three days ... the whole class was working together on an Indian unit. 
Some kids were doing arts and crafts; some were doing their Indian 
legends; some were working on totem poles. So everybody was doing some¬ 
thing different, but we were concentrating on the same theme. Then the 
last two days of the week we were back into the basal. . . . You saw 
three separate groups. Within the groups the kids were guided, but 
then they could work alone at their own pace. 
II 
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The first three days the kids were more into their own work. I 
think they had more interest in what they were doing, because they had 
more of a choice. . . . Instead of getting sidetracked and talking about 
the soccer game after school, they would talk about the masks." 
2. What ways have you seen literature brought in? "We did the 
Indian unit. We saw a film. We read along in a book with a recording. 
We read aloud. Right now, we're reading Christopher Columbus. Right 
now, in social studies, we're going into Columbus. ... We read aloud 
almost every day. . . . I've been the only one doing it so far." 
3. How do you feel evaluation affects the reading program? "I 
feel I have to make sure I teach it to them. ... In one way, it's 
pressure that a teacher really shouldn't have to worry about it. 
. . . In Ms. Hill's room, if they fail a skills test, they don't go on 
to the next unit, they repeat it. So, they're reading the same stories 
again, because the skill work goes with the stories." 
4. What happens to let you feel you can go beyond the basal? "The 
other two teachers in the room are willing to try almost anything. And 
they both have had a lot of experience, so they know how to go about 
doing things. If I suggest something, they can help me." 
5. What are some of the constraints involved? "Just this morning 
we were talking and Mrs. Brown said she felt she had to get back to the 
basal, because we've been on the Indian unit for two weeks, and we 
haven't done anything in the basal. And at the end of a quarter when 
the parents and Mrs. Drake look at it, they're going to say, 'Your class 
has only read two stories since September, and they haven't had any 
skills test.' It's the program's part of the basal. Even with the 
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novel, we're going to have to try to get specific skillwork worked into 
it that they're missing, since they're not in the basal. . . . Right 
now, I feel we have to do the workbook pages, because if Mrs. Drake or 
Mr. Larson come up and want to see how someone's doing, and they don't 
see them done . . . 'Well, what have you been doing?' The kids learned 
a lot, but they don't say, 'We learned about suffixes and prefixes.'" 
6. How is voluntary reading handled? "Mrs. Brown has a large, 
large selection of children's novels. We just got new ones on Tuesday. 
She just put them out, and the kids could pick anyone they wanted. They 
signed it out and put them in their desk . . . when they have time or 
they finish early ... we tell them to take it out." 
7. If you were designing a program for your own classroom, what 
would it be? "I'd work out of novels and do some with the whole class 
and then maybe have some who are all interested in the same novel 
working. I think working together they get different points of view. 
I think my first year it might be easier to be in the basal, but I 
think the novels are so much more interesting and you can do so much 
more." 
8. What student outcomes are important to you? "Well, I'd want 
them to be interested, first of all. Because I think if they re not 
interested, they're not going to pick up a lot. So I'd like to generate 
interest." She then shared that she would read a rather unusual book 
about Columbus, apart from the usual history book fare, which indicated 
he had done some cruel things to Native Americans. The children were 
very upset, and Ms. Prima liked the way they became interested and began 
to see Columbus as a real person. 
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9. Have there been any courses which have affected your teaching? 
"I think the language and reading course we had last semester helped 
mostly, because when I was in grade school, we had basals, and we rarely 
had novels. It gave me more confidence to go in and do a novel, because 
we had an example of how to set up the individualized reading. That 
helped. And I know I can always go back to the teachers as a resource." 
". . . The arts course helped me get rid of some of my inhibitions. With 
Mason's class, I got so many resources where I could go for information." 
(This reference concerns one of Ms. Prima's college courses, "Curriculum 
Construction," taught by Dr. R. Mason Bunker of the University of 
Massachusetts.) 
10. Describe yourself as a reader. "I was never the kid who would 
go home at three o'clock and read until dinner. I was never a big 
reader. But now that I'm older, I love to read children's novels all the 
time. I don't read the Danielle Steele. I enjoy them so much more. I 
think part of it was because in high school, I got to read One Flew Over 
the Cuckoo's Nest, then see the movie. I think last semester in our 
class when I had to read the books, I read them and they were pretty 
good. And I liked them. Then in my placement last semester in the 
individualized reading box, I read through some of the books then, and 
I really enjoyed it." 
Reading Models Opinionnaire. "I think this is more what we ve 
been doing: the whole language. But I do notice with the kids that are 
supposed to be the slower or the kids that English is a second language, 
they seem to combine the decoding and the skills. It's presented a lot 
differently to those students." 
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"I try to use the whole language, but I know when I'm working with 
another teacher, everything they're doing is another approach. ... You 
have to kind of combine the two. ... I think I can do this more toward 
specifically what it's supposed to be than before . . . then it was more 
with the skills." 
Whole Language Definition. "Whole Language," this student teacher 
wrote, "is an approach to learning in which children use several mediums 
to achieve any given result. It brings in novels, poetry, etc., to pro¬ 
vide a basis of interest in learning. Visuals, objects, resources and 
the teacher act as a guide, as opposed to supreme knowledge caretakers." 
She added, "My children enjoy novel-based reading. I find it 
easier and more pleasurable to work with in a classroom. I feel the 
children enjoy this learning more than with basals." 
Mrs. Hall, Reading Teacher 
Descriptive Questions. 
1. What is it like to be a reading teacher in this school? "Well, 
our school is, I feel, unique in that we have a reading teacher for 
every classroom teacher in their reading class, and we work together as 
partners. There is, naturally, emphasis on skills, but we share that, 
too. There is emphasis on literature and bringing good children's 
literature into the classroom, so that they are exposed to a great 
deal." 
"The classroom teacher, as well as the reading teacher, makes it a 
habit of reading aloud to their children. Then the children have a 
novel, and they work together in a group, usually on the same novel. 
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And with that book they do projects. It might be writing. It might be 
art projects, so that the book is really delved into and built upon." 
2. Do you see any differences in the children's reactions to work¬ 
ing on such projects as you have just described, as opposed to working 
with basal readers, or do you see no differences? "Oh, I do see a dif¬ 
ference. I find them, as you can see in this fifth grade class. There's 
an excitement to that. I think they're really very interested in the 
book, in the characters. They've found, maybe some of them for the 
first time, how much fun a book can be and how much enjoyment they can 
get out of it. I hate to say that sometimes there's time for basal 
again; it's almost like it's a letdown." 
"And I don't know whether it's because since first grade, it's been 
group. They're grouped. They're in a certain book, and for some of 
them who are in a below grade level ... it doesn't help their self¬ 
esteem, because they have always been, perhaps, in a book below grade 
level, whereas, when they're working with a model in a whole-class 
experience, everybody working together, and they're on a level with the 
children who've always read on level or above level, and they're doing 
the same things that the other children are doing." 
Mrs. Hall also put in that she has worked with the basal in the 
past and does not find that it must necessarily be hopelessly dull. 
"Some of the stories in some of the basals are great stories. . . . They 
are excerpts from great children's books ... and you can do great 
projects with stories in the basals. It's just that time is a factor in 
the basal. You're trying to get through it. You're trying to get all 
the skills in that are necessary, so there isn't that time allotted for 
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that extra enrichment. So, back to the fact that we reading teachers 
work with the classroom teacher ... to add that enrichment with the 
novel . . . that the classroom teacher doesn't have time for." 
3. How much time are the students in basal and out of basal? "Oh, 
that's hard to say . . . each is different. ... The classroom teacher 
spends an hour and a half on basal with three groups, while that hour 
and a half I spend with them is out of the basal." 
4. Are you always out of the basal? "Yes. It's not always out of 
skills. ... If a teacher tells me that they need extra help in a cer¬ 
tain skill they're not getting, say chart reading or sequencing, 
. . . then I will make up something different. I'll use some other 
things than what they give them in basal to use, but I'm stressing the 
same skills that the teacher had stressed, but I present it differently, 
hoping that it will spark them to understand. . . . But even when I use 
the novels, I use skills. In the little books that they read, I will 
give them sequencing skills. . . . We do a lot ... so that all the 
skills that they're getting in the basal can be carried over to the 
novel." 
5. This school does not have the pull-out program. How did that 
happen? "... When I first came here four years ago, we were doing a 
pull-out, mainly because we had a lab here ... the Hills program, 
and we would bring the children down there for thirty-minute sessions 
in that lab. Then one of the reading teachers who was here at the time 
realized that we had two magnet reading teachers and two Chapter I read 
ing teachers. We had language arts Chapter 1 personnel, and we devised 
the plan." 
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Mrs. Hall went on to explain how the magnet program, whose goal was 
enrichment with higher-functioning children, and the Chapter I personnel, 
whose goal was working with children below grade level, combined 
resources to serve all children in the classroom. Mr. Evans, one of the 
former reading teachers, decided that since there were so many reading 
people in the building, the plan could work. 
It was piloted in fourth grade. "The principal went along with it; 
the Chapter I administration went along with it and thought it was a 
wonderful idea. It worked very well, so the following year he did it in 
fourth and fifth . . . now it's schoolwide. The schedule is staggered, 
so I can go from fifth to fourth to sixth all day long." 
6. How did you feel about making that change? "Well, we were all 
kind of reluctant about it at first, because we wondered, 'Oh, would we 
get along with our peer teacher? Would the teacher appreciate having us 
in her room all the reading period?' Some teachers prefer to be alone. 
It worked out very well. It's still working out tremendously." 
7. To what do you attribute this successful change? "Well, I think 
the administration here and Mr. Larson's backing of it. And cooperation, 
because I think it's staff. It's a good staff, and we work well 
together." 
8. Can you describe yourself as a reader? "Well, 1 m an avid 
reader. I've always been an avid reader since as far back as I can 
remember. And our whole family was. I come from a family of seven, and 
we were all very interested readers. And to this day we, and to this 
day I, too, am always reading. Now 1 read a lot of children s 
books!" 
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Reading Models Opinionnaire. Mrs. Hall found herself most in agree¬ 
ment with the whole language model of reading, although she did have this 
to say about the reading model: "I like the way you have this set up, 
and I can't help but agree with this. I think the children, to under¬ 
stand the meaning of some words, must have some experiential background." 
Further discussion revealed that she was thinking, especially of English 
as a Second Language (E.S.L.) students. 
She said she most agreed with the whole language model: "Well, I 
think you're giving them everything here, and I think they do need a 
blend, a good balanced blend." When asked to elaborate, Mrs. Hall said, 
"Well, I think it incorporates listening skills and oral and vocal and 
the writing skills. . . . It's circular as you have there. It really 
does work around. And I think they become interested in reading if 
their own thoughts are put down for them and then read back to them." 
Whole Language Definition. Mrs. Hall used a circularity model in 
describing her views about whole language. She wrote in a circle 
pattern--"!istening, speaking, reading, writing"--then added, "It's 
like a never-ending circle." She started her definition by saying, 
"Children must be read to, talked to, allowed to speak as early as they 
are able. From pre-school on, educators must read aloud to their pupils, 
allow them to express their thoughts about what they hear and see, via 
books; lead them to an understanding of language and then to the ability 
to read and write." 
In responding to the question concerning noting differences in the 
responses of children and teachers to literature in contrast to basal, 
she wrote: "Literature in the classroom creates excitement. Children 
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enjoy the exposure to good material, become aware of the wealth of chil¬ 
dren's books available, get to know and love particular authors, are 
allowed to be creative, extending the enjoyment of the book even beyond 
reading it." 
Classroom C, Grade Five 
Mrs. Kelly, Classroom Teacher 
Descriptive Questions. 
1. What does reading look like in your classroom? "You will see 
silent reading. You will see me teaching skills and the reading teacher 
reinforcing. You will see independent reading." 
2. What is your idea of an ideal reading program? "You may be 
surprised and you may not have had anyone else say this, but I'd use the 
novels. Now you'd have to have skills in there. You'd have to know, 
these are the skills that should be taught. . . . You could use novels 
for the Civil War. Now, I do find the basal helpful in teaching 
skills." 
3. How do you bring in literature beyond the basal? "I like to 
use the basal for two magazine sections out of the four. I will do the 
workbook, so they can take the test. Or I can write down skills and 
then when I use the novel, I cover those skills." 
4. What specific student outcomes are important to you? "To be 
able to read, really basic. Too many children can't sound out. They 
need phonetic skills in order to read, to survive, to at least be 
1 iterate." 
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5. Describe yourself as a reader. "I have always been an avid 
reader. I watch zero TV. It's something I've always loved to 
do." 
Reading Models Opinionnaire. Mrs. Kelly chose the decoding model 
of reading: "This is more of what I do. I was taught phonetically, and 
when I taught thirty-three first graders, I found I used it. Once the 
child knows what the word is, then you can do the other." 
She expressed dislike for the skills model, because she felt that 
"reading is more than that." 
She had used the whole language model with a young relative, 
because it was "the only way she can learn." She saw with this child 
that the approach "really works," but she has never used it fully in 
her class. 
Whole Language Definition. She was uncertain as to how whole 
language could work, in terms of reading: "I'd have to see it done. 
I'm not that familiar. I can see it in language arts. I see it as 
alternative reading. I see it as another form, or maybe the basal could 
be used as the alternative form." 
She wrote: "Whole language uses listening centers, oral communica¬ 
tion, and a lot of repetition. Novels would be used instead of the basal 
(most of the time)." 
On the question concerning differences in children's responses, she 
wrote: "When using literature or novels, the teacher has more control 
over the creative things they can do to incorporate the story they are 
reading. Children have more creative freedom during poetry units or 
novel reading than basal." 
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"Using basals, the students may feel more comfortable because 'most 
teachers' use only the basal." 
Ms. Hill, Classroom Teacher 
Descriptive Questions. 
1. What does reading look like in your class? "Well, there's 
always three groups and always three teachers. Today was the first day 
we ever did a whole group lesson, but always Mrs. Green will have one 
group at her table for a half hour . . . and she will be doing her games 
and her skill work and reinforcement and everything. Meanwhile, there's 
usually one group of students at their own desks doing seatwork 
quietly, then a third group is usually working with Mrs. Kelly or me 
. . . basal work, usually. It's going to be either reading out loud, 
correcting workbook pages, doing workbook pages . . . and it rotates 
every half hour." 
"The first half hour I always have them. They have ten minutes of 
boardwork: alphabetical order, syllables, that kind of thing or finish¬ 
ing up what they didn't do yesterday. Then I bring them together. We 
read out loud. Basically, three times a week we read out loud or I read 
to them, and we do comprehension questions to practice their listening. 
And then the other couple of days we do skillwork. We do the guided 
workbook pages together." 
2. How do you bring in literature beyond the basal? "Mrs. Green 
brings in . . . storybooks or books with tapes, and she'll do her skill- 
work from another source. She just did Frog and Toad. They did three 
days of that. They did vocabulary. And then whatever skills we were 
working on, she created skillwork from Frog and Toad." 
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3. Do you feel you have been able to do any of that? "See, I 
wasn't allowed to do that! I HAD to do the magazine in the basal that 
everybody does." Ms. Hill said that she intended to pull out of the 
basal more and more, with the understanding that she was covering the 
workbook. "As long as I can pull out those pages and show the principal 
and the language arts coordinator, 'Look, they're done!"' 
4. What is your opinion on the ways the evaluation techniques 
affect the reading program? "They CONTROL the reading program, as far 
as I'm concerned. Definitely. Everything I do is be sure those kids 
pass a test at the end. And also I'm under time pressure, too. Because 
we're trying to get these kids on grade level. They've only got two 
years left to get up to sixth-grade level." 
Reading Models Opinionnaire. Ms. Hill seemed to be torn between 
wishing to choose the whole language based model, but finding in her stu¬ 
dent teaching placement that she was using the decoding model: "I think 
I probably find myself more with decoding, just because I do from 
Step 1 to Step 2 to Step 3. That's the way I work. I don't really 
believe in the skills model, only because I believe skills are acquired 
as they learn to read." 
"And then the language based--I think it's a mixture between 
decoding and language based, because I do feel that it all fits together. 
That as they learn to read, they learn to interact with the meaning and 
sound/symbol definitely. So, I am between these two. 
"I think I tend to teach on the decoding way, just because I'm with 
I don't feel there's as much I can do with them. 
the lowest level. . 
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They have to be watched. They have to be pushed. So I'm more on the 
decoding, but I definitely appreciate language-based." 
Whole Language Definition. "Whole language is teaching children 
to read using novels, poetry, short stories, etc., no basals (or 
limited use of them)! Even though this is a lot of work for the teacher 
(especially when skills need to be included), I think that children learn 
better using this method. It is also more interesting for me!!" 
she wrote. 
On child and teacher responses, she wrote: "Yes! The children get 
excited about reading in novels. They also do better on comprehension 
and vocabulary. I think they get so caught up with the story, they for¬ 
get they're learning." As for her own response, she wrote, "I tend to 
let the lessons be more student-centered. I back off, and let the chil¬ 
dren work on their own. I don't need to read out of a manual, and there 
are no workbooks!" 
Mrs. Green, Reading Teacher 
Descriptive Questions. 
1. How do you see your role in the classroom? "I coincide with 
Mrs. Kelly," Mrs. Green said. She then went on to explain that she meets 
with the classroom teacher to find out what the teacher is working on. 
"We are very flexible to accommodate our partner. They are the primary 
reading teacher. I provide supplementary activities. 
2. How do you select the novels you use with the children? 
Mrs. Drake selects the novel. She's got them all in her office. 1 tell 
her I want to do one with the Journeys group." These novels come as 
units with questions, activities, etc. 
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3. How many novels would a group read during a semester? 
Mrs. Green reported that it would be an average of one, with some groups 
getting two novels and others not getting to any. She hastened to add 
that she did do a number of ten-page books with the children. "It 
doesn t do the basal route. ... It does have vocabulary and comprehen¬ 
sion questions, but that's not the main objective." She said of the 
novels, "I have done some I have picked out. ... I think they loved 
it." 
4. Why do you think they loved it? "It was an interesting story. 
And it wasn't the approach--'Read Chapter One; answer the questions.' 
We were reading it for fun . . . to see how it turns out, not with dumb 
questions and vocabulary. They thoroughly enjoyed it and can't wait for 
their next one." 
5. Do you do novels with all three groups? "Sporadically, only 
because they're so much preparation. I have nine groups I see a day. 
The others I'm working on skills and games." 
6. What are your goals for the ten-page books? The same as for 
novels, she indicated. "Instead of having them write answers, we'll 
discuss, 'What was Bill's idea?' They'll answer verbally." She felt 
that it became more like discussion, rather than a formal basal lesson. 
7. What do you see as your main objective? "Our main role is to 
cooperate with the teacher to the benefit of the kids. That's our main 
objective." 
8. Describe yourself as a reader. "As a child, I hated it, she 
reported. But during her adult life, and especially recently, 
Mrs. Green has changed. She began her teaching career as a permanent 
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substitute teacher. By and by, on the job I've grown to love it, and 
I'm doing my Master's in it," she said of reading. "I rarely did free 
reading, now I have hundreds of books at home." 
Reading Models Opinionnaire. Of the decoding model, she reported, 
"They're beyond that by fourth grade. There is more from kindergarten 
or preschool. I take it for granted they know word meanings." 
She liked a combination of the final two models. "My job is to 
bring in support for the teacher, like syllabication. It's mainly whole 
language with skills integrated. It's reading lots of books and no work¬ 
sheets. It is away from duties and toward oral communication and free 
expression." 
Whole Language Definition. "Whole language uses many duplicate 
copies of books which groups read together. This includes many reading 
centers (listening, reading skills, etc.)," Mrs. Green wrote. "There is 
usually one large book for a teacher to use and the students have their 
own copy but smaller. A lot of oral communication is used. I use this 
technique often because I need to provide a different approach to read¬ 
ing without the basal." 
"I find that students enjoy using novels more than constant skills. 
I try to get the children to enjoy reading by not hounding them with 
skills. I don't use the basal." 
She continued, "I enjoy reading novels, and I think the students 
pick this up. When I do skills, I try very hard to stay away from ditto 
work because the students do this all day. I do a lot of games and fun 
activities. 
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Mrs. Drake, Language Arts Coordinator 
Descriptive Questions 
1. Was the non-pull-out program a teacher-conceived idea? "Yes, 
I believe it started with Mr. Evans and myself. We were running the 
Chapter I magnet cooperative reading lab. In one of those sessions 
where you sit and plan together, we said, 'Wouldn't it be nice if every 
teacher had a professional reading partner?' and from there we 
approached Mr. Larson with it. We were going to have to restructure 
because of space problems. That was our first thought. So he agreed to 
let us pilot it in fourth grade." 
2. Was it adding a grade per year? "Yes, so we could really make 
sure the teachers involved were supported." 
3. How did that work? "The fourth grade classroom teachers were 
not a problem. They're probably our most flexible group. So going into 
the classroom was not a problem. The problem was, everyone had guide¬ 
lines. I was Chapter I, Mr. Evans was 636, and we also had to utilize 
other Chapter I staff and other reading teachers and language arts 
teachers and E.S.L. teachers, who, according to state guidelines, can do 
twenty percent of time out of your area of expertise. So we used all the 
twenty percent doing fourth grade." 
"Now we had our partners in place. Now we had to make sure what we 
were doing met our objectives for our program. They did, because 
Chapter I, basically, you see the children most in need in the classrooms 
where magnet teachers were being seen by the magnet teacher, so 
Chapter I was assured they were getting help, and that’s what Chapter I 
was worried about. Magnet, on the other hand, was worried their role 
was enrichment; they were worried the children in the Chapter I rooms 
never saw them; the teacher did, in fact, have enrichment, multi¬ 
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culturally based. So that's how the team concept got formed." 
"We meet as a team and we have what we call our watchdogs. 
Chapter I watches out for remediation. Magnet watches out for enrich¬ 
ment, and I just now am a facilitator. I keep the cohesiveness going." 
4. Was the school intended as a reading magnet eight years ago? 
"It was supposedly a reading magnet school. I think the goal was to 
attract children out of district to our school by offering a strong 
reading program or an enriched reading program. It turned out that we 
didn't need to attract any children, because when they desegregated by 
zone, we had a fairly decent balance, and we had very few children out 
of district. But Mr. Larson is really committed to reading and language 
arts, so we became very much focused in that area at first. Right from 
the start he's been really supportive." 
5. Where does his commitment come from? "I think originally it 
came because he had people in the reading program who were committed to 
reading. So we were the squeaky wheels. We were the ones constantly 
bringing it up, and we were the ones going to him and saying 'we need 
this' or 'this needs to be done' or 'look at how low these children 
are.' He came into a building with a staff of Chapter I and 636 people 
who really wanted to get into reading and language arts and committed 
his time and effort to ours. It isn't always smooth sai1ing. You 
really have to sell him on an idea. You have to be organized and com¬ 
mitted to it yourself. If he sees the loophole, he's not going to let 
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it even be tried. He's a true administrator. I think he's been an 
administrator for so long that he relies heavily on his staff for aca¬ 
demics ." 
6. Is the feeling that you and Mr. Evans had expertise that he 
would support? "Yes, he acts as a buffer with the other programs. He 
sold it. We were there, because the questions were directed at us. But 
Mr. Larson actually met with Chapter I, with magnet, with the assistant 
superintendent, whoever had to be in on it, as he does now for our 
existing program. He's always the buffer, and he's very successful at 
that. He has the people involved there, because we have to answer the 
questions, the nitty gritty of the program, but I think he's been always 
the one who goes to bat for us in those administrative meetings before 
the real meeting." 
7. What kinds of meetings have you had in the past year? "We 
became a target school for Chapter I. About seventy percent of our chil¬ 
dren meet income requirements, so that every child in our school is 
Chapter I eligible. Which meant then that we no longer could use twenty 
percent of people's job description. We could no longer see only 
Chapter I eligible children. In other words, our Chapter I staff can now 
do enrichment really." She went on to say that this has made for a true 
team approach to reading. She also stated that there is now no labeling 
in the school, in terms of children leaving with a teacher and being 
called "dumb." Formerly, the magnet students were labeled "supersmart, 
the middle was left out, and the low group was labeled "dumb." "So 
this program gets rid of that," she reports. "We have no labels at 
all. 
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"The other thing is we have an integrated curriculum as Freaky 
Friday and Ben and Me and Homesick. We get kids reading the same book. 
So, again, they're being told, 'There's no difference between your 
group and their group. You're going to do all the things together and 
help each other. I think it helps the kids accept each other, too.'" 
Mrs. Drake felt many dynamic things were being done in the building, 
now even by those who had been reluctant. She felt that the reading 
teacher partner was helpful, as was the fact that teachers could come to 
her. 
8. I know you use the basal as a guide, can you talk about that? 
"I'm a real strong supporter of that. I don't believe next year I would 
say to this building of thirty-one classrooms next year, 'We're going 
to do whole language, and I'm going to take your basals away.' Even with 
a veteran staff, because they don't know how to focus on a whole approach 
and integrate the whole day. What we're learning, a step at a time, is 
we can use that basal, first of all, to alert the teacher of skills chil¬ 
dren need. I have great fears that if I remove the basal really subtle 
skills will be lost, and we need that. So I do encourage the teacher to 
always be in the basal at some point. But they're also encouraged and 
demanded to get out of the basal. They always get their choice. I never 
say to a teacher, 'You will do this.' I bring three novels, and I'll 
give them the background. I'll tell them what 1 have to support the 
novel, and it's a decision on the teacher's part of what she's or he's 
comfortable with. And they know their children the best. A novel that 
I think is wonderful would be way out of line for some groups, so it's a 
joint decision. But I do go to them, 'You finished magazine two in the 
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basal, we're going to skip three. We'll pretest the skills, see what 
areas they really need some help in, then you're going to do this won¬ 
derful novel."' 
"I think we have to get back to relying on the individual teacher, 
but I don't think they're exposed to enough children's literature, for 
one thing, to make a decision." At this point she began to show the 
researcher how she had color-coded all the multiple copies of novels in 
her office to correspond to particular basal readers. She explained 
that she had to do this, because they were running into the problem of 
students in a group already having read the novels which were to be 
taught. She also stated that she desired a fifty/fifty split between 
time children were taught using basal and using literature. 
9. What about the collegial learning going on in the school? 
"Right now we're in the infancy stage. Last year was the first year 
with it. I would like every teacher to try it. I've been at this 
three years, and I'm just now breaking down barriers of some teachers 
who are comfortable with novels." She said she wanted to see little 
steps like a teacher saying, "I'm going to get into literature this 
year." 
10. What do you have to say about the long-term nature of 
change? Mrs. Drake said that she felt very happy when she eventually 
saw changes occurring: "It makes your day . . . makes your year!" 
She then shared changes in her own role: how the first year she had 
tried to teach, along with her administrative duties, but found it 
impossible, how she had done some modeling of teaching in classrooms 
last year, but it was still too time-consuming. This year, she had not 
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yet been into a classroom, because she had been doing the levelizing of 
all the materials (matching multiple copies of books to basal readers). 
11. What about the testing component? Mrs. Drake said that for 
three months last year she had modeled for teachers how to do the test. 
She said it is her job to see that they test between every four to six 
weeks. "I feel I should sit with the teacher and say, 'Why? Why is it 
taking the group of children this long? Are you killing them with 
skills?'" 
Reading Models Opinionnaire 
Mrs. Drake felt the decoding model was the way most children 
learned to read. She felt the language-based or whole language model 
was more appropriate to upper grades, such as the fourth, fifth, and 
sixth at Martin Elementary School. At the same time, she objected to the 
term whole language. 
Whole Language Definition 
(Mrs. Drake did not write her definition of whole language, but dis¬ 
cussed it during the interview format.) I know you have expressed 
reservation in the past about whole language. Can you say more about 
that? "I think it comes from the definition. I get very nervous when 
I it's a catch-all. I never use it. 1 never ever say to a teacher, 
■We're going to use whole language with this group.' Because 1 don’t 
know what whole language means to anybody. It means something different.. 
Our translation for that, I think, we've used 'language experience. . . ■' 
1 don't think you'd find any classroom teacher saying they do whole 
language, because they're indoctrinated that they do a basal approach, 
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even though they don't realize they're out of a basal more than they're 
in it. But I guess I'm not comfortable with it, because every time I 
ask someone in the reading field what whole language is, I get a dif¬ 
ferent answer. It's like the Integrated Day. It’s something that 
everyone is pushing, but no one will tell a classroom teacher how to 
implement it every day without mega-time." 
Mr. Larson, Principal 
Descriptive Questions 
1. What factors precipitated your pushing for a change in the 
language arts program? "... The achievement level got to slightly 
below average. Made me start to wonder. And after investigating, we 
found out that we really don't have enough help in the classrooms." 
Mr. Larson said he knew more help was needed through interviewing 
teachers and persons responsible at the building level. He said he was 
"fortunate to have someone here who oversaw the program, who saw the 
deficiencies of it and the direction we should go in." 
"So that's when I started to say, 'I need one person that's going 
to monitor the program, who's going to take the test results and track 
all the kids. Make sure the tests are being given, make sure the pace 
of the lessons in going on, just oversee the whole program, which is a 
monumental job when you've got six hundred fifty kids. 
"We then went into the use of the computer to help us correct and 
those kinds of things. It made it possible. That took two years to do 
Then there was the matter of convincing all the program directors 
122 
. . . that we don't want the staffs of the programs to pull any kids 
out. We want those people to go into the classrooms and work, which was 
like taking on one of the biggest problems in education today." 
2. What about involving teachers in the planning? "Myself, I would 
have to say, I m traditional. I ve been here twenty-three years, princi¬ 
pal for seventeen. I have seen . . . 'Let's not have any textbooks at 
all.' We're in the middle of that now. And I disagree with all of 
them. What I'm seeing right now is good old-fashioned . . . teaching, 
where there's a teacher, there's a reasonable number of students in front 
of the teacher, and the teacher is given the proper materials and say, 
'Go. You be creative and do it. We'll give you support, but you will 
teach the kid.' I interviewed teachers. I always try to let teachers 
know where we're going and what the philosophy is. We will sit down 
and discuss what's the best way to go." 
"What I've learned over the years about teaching--there are times 
to have teacher input about things, there are times not to have teacher 
input. When it comes to setting up a program, what's the best, effi¬ 
cient way to do something. I don't know if a teacher should be 
involved in that. After it's established, now you have teachers say 
what's the best way to do what we're going to try and get across. But 
to sit there and let teachers have direct say and final say in this is 
how we're going to do this, no, there's a point where we're the boss, 
you're the employee." 
3. What about time frame for programs? "It's going to take you two 
to three years. You may start a program, but to get it functioning, to 
make sure it's evaluated correctly, two to three years, which is fine. 
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We're in no rush to go anywhere. ... I think the administrator is 
the key. Not that I know all the answers. I don't. I really rely upon 
the staff." 
4. What has been the reaction to reading teachers working within 
the classroom? "We just did a survey. ... I'd have to say ninety-nine 
percent was positive. You know, 'Thank you for the help,' 'Nice to be 
teamed with somebody who was professional,' 'Four hands are better than 
two.' The data is positive. We've shown good increases. Teacher educa¬ 
tion is positive, which is nice." 
5. Comment on the organizational climate in your school. "The 
tone and the philosophy has to be set by the principal. Has to be. If 
it isn't set by the principal, the program's going to die. . . . When 
I'm asked a question here, 'Is your reading program and your language 
arts program successful?' I can say, 'Yes.' I don't say, 'I think so.' 
It's a definite, 'Yes.' And that's simply because of the data we 
get." 
6. Describe yourself as a reader. "My background is not liking to 
read at all. Probably college did that to me. We never got into 
pleasure reading, and I blame that on the school I went through. All we 
did was read the book, read the book, read the book, and never get to 
the extended. . . . Since that's happened to me, I'm almost making sure 
it doesn't happen to anybody out there." 
7. Describe your ideal reading program. "One, a group of kids 
somewhat the same; two, make sure there is a basal reader, for a guide; 
three, make sure there is somebody who's coordinating the whole program 
and evaluating; four, get all the ancillary staff to work within the 
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classroom, so both teachers are working toward the same goal of teaching 
reading to the students." 
Reading Models Opinionnaire 
Mr. Larson said, "I would have to go with this," indicating the 
language-based or whole language model. "Historically," he said, 
"Taylortown always did that," indicating the skills model. "It all 
depends on what you're dealing with out there. Some kids can use this, 
some kids can use that. It all depends on where they are in the skills. 
But overall, naturally, you'd want to get to something like this" 
(language-based model). 
Whole Language Definition 
Mr. Larson did not write a definition of whole language, but said 
during the interview, "... I have a real difficult time with the whole 
language thing." He felt that whole language said, "Don't worry about 
spelling. Don't worry about punctuation. It'll come." He wanted to 
know when those things did become important and when they were "going to 
happen." 
Mr. Evans, City Reading Coordinator 
The purpose of the first interview with Mr. Evans was to confirm 
the information given concerning the development of the idea of using 
reading teachers within the classrooms and if the idea was unique, within 
the city, to Martin Elementary School. He confirmed the teacher- 
of the idea and that the plan at Martin Elementary conceived nature 
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School was unique within the city of Taylortown. He also added that one 
strong motivation for instituting the plan was making the youngest 
children who were newest feel more comfortable in their environment, 
rather than being pulled from class to class for reading instruction. 
The second interview with Mr. Evans concerned whether or not there 
was a citywide goal or mandate to use the basal reader. He said, "There 
is no stated mandate about the basal. It's just been a practice of long¬ 
standing." 
He added that within his own department he has begun to promote the 
idea of using more literature in the elementary schools of Taylortown. 
Mr. Evans stated that at each school he has a reading contact person, 
such as Mrs. Drake at Martin Elementary School, and these people were 
being used to disseminate his goal of getting more literature into the 
classroom. He added that this had not been fully adopted by the school 
committee as official policy, as the basal reader had been, but he hoped 
to push for the inclusion of greater literature use in that area in the 
future. 
A way Mr. Evans was beginning to act upon his goal of using more 
literature was to purchase materials. "One of my goals is to use more 
literature. Through my office, I acquire literature, and I use it as 
a lending library." 
Mr. Evans also felt he was working toward this goal by having 
administrators consider budget for literature and by talking with them 
about other approaches to reading. "I encourage people to think more 
about expenditures on literature. 1 discuss with people the issues 
around the appropriateness of using the basal only. He added. 
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basal is an approved purchase and was approved by the school 
committee." 
He also talked about other ways in which he was implementing change. 
"Because we've been using basal so long, I'm trying to build a base of 
teachers to use it less. It takes a while to change minds. The basal 
of the late 1970s are so all-inclusive with all the suggested activities 
right there, and people have gotten used to them." 
When asked if he felt most teachers were compelled to use the basal 
because of the evaluations, he concurred. "Most feel they need to meet 
the testing requirements." 
In discussing the overall status of individualized reading in 
Taylortown, Mr. Evans said, "No one is doing completely individualized 
reading." He felt that teachers dipped into literature activities, but 
returned to the basal as the primary reading material. "Over time, I 
hope we can change." 
Mrs. Long, City Desegregation Administrator 
The purpose of the interview with Mrs. Long was to ascertain back¬ 
ground information on the city of Taylortown and its school system. Much 
of this information was used in describing the setting. She gave the 
researcher brochures on Taylortown Schools (see Chapter III, p. 46) and 
reports on the population and make-up of the student body. She talked 
with the researcher at length concerning the era of desegregation in 
Taylortown, and gave the researcher an overall historical background of 
the city of Taylortown and its public schools. Much of this information 
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is contained at thG beginning of this chapter within the description of 
setting and background. 
Mr. Coplin, School Superintendent 
The purpose of the interview with Mr. Coplin was to learn what the 
leading person in the school system had to say concerning basal readers, 
literature, and the use of each in the Taylortown School System. 
Like Mr. Evans, Mr. Coplin stated that basals have been used in 
Taylortown "as a kind of tradition." He added that "how they are used 
has been altered on some occasions." He summed up by saying, "Although 
there has been a tradition of using a basal, it has been flexible." 
He also acknowledged that "some schools in the system have piloted 
whole language programs in certain classes or grades," and said that in 
the last ten to fifteen years a variety of new materials had been used 
in relationship to the English as a Second Language program. 
When the researcher asked if a teacher might experiment with indi¬ 
vidualized reading, Mr. Coplin replied that "There’s no policy you can 
point to. They can run it through their immediate supervisor." He 
then mentioned a literature movement at two elementary schools and said 
that "Masha has done that," referring to Dr. Masha K. Rudman of the 
University of Massachusetts who had served as a consultant/1laison to 
these schools. 
Mr. Coplin then expressed a reservation about moving from basal to 
literature-based reading: ''It's scary when you are superintendent over 
three thousand five hundred kids, and you think about the accountability 
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about monitoring progress. ... If there's no built-in accountability, 
although you want to encourage innovation, at some point the children 
must learn to read." 
Mr. Coplin said that he thinks of the basal as a kind of skeleton, 
and that other reading activities can be included. 
He noted that, particularly in an urban setting, out of a school of 
four hundred, as many as one hundred students may move in and out within 
a single year, often to other schools in the Taylortown system. "There 
has to be accountability on the part of the school to try and monitor 
these transitions," he said. 
When asked about funding, Mr. Coplin stated that during the last 
five years it has been according to a per pupil allotment. A principal, 
Mr. Coplin indicated, can decide how much of the allotment will be spent 
for textbooks or library books. 
Reading Decisions Questionnaire 
The questionnaire was given to the nine teachers and two in-school 
administrators. It showed, firstly, that almost all respondents saw the 
decision of whether or not a basal would be used as coming from outside, 
i.e., "a system decision" or a "school committee decision." They also 
saw the choice of which basal series would be used as an outside deci- 
sion. 
1. How much of the time the basal would be used was viewed dif¬ 
ferently than the two questions above. With the exception of the princi 
pal (who viewed it as the language arts coordinator's decision) and two 
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other teachers with different responses, all other respondents viewed 
how much of the time basal would be used as a cooperative decision made 
among different combinations of people within their own school. 
2. All viewed how much time books other than the basal could be 
used as a decision to be made among the teaching team. Half saw the 
language arts coordinator as involved in this question, as a member of 
the decision-making team. 
The question concerning which books other than basal could be used 
was also seen as a team effort among various combinations of reading, 
classroom, and student teachers. Half the respondents saw the language 
arts coordinator as also involved. 
Some of the respondents saw the language arts coordinator as 
involved with teachers in determining when books other than the basal 
would be used. Some saw the decision being made among various groups 
of teachers. Question 2.C. was recognized as a duplicate and omitted 
from analysis. 
3. In the clearest-cut response on the questionnaire, all 
respondents attributed the scheduling of when reading would occur to the 
principal. His role was seen as a singularly strong one. The scheduling 
also reflected change. With it, the reading teachers' schedules were 
structured so that they could operate within the classroom and provide 
a program which did not pull students out of the class. 
4. The question of whether a classroom would have a reading corner 
was cited as the province of the classroom teacher, according to all 
respondents. Some listed the reading teacher or the student teacher as 
having input. 
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When the child might use the corner was seen as the domain of the 
classroom teacher, the reading teacher, and the student teacher. Three 
persons included the child as having a say. 
5. When a child would read independently was seen by the principal 
as being decided by the language arts coordinator, the classroom 
teacher, and the reading teacher. The coordinator saw herself involved, 
along with the principal and classroom teachers. All teachers viewed it 
as the province of classroom teacher along or in conjunction with the 
reading teachers and student teachers. Three people saw children as 
included in the decision. 
6. When a child might engage in a literature-response activity was 
seen by the coordinator as being a decision for the classroom teacher. 
Almost all others responded in terms of teaching teams. Two persons saw 
children as involved. 
Which literature-response activity a child might do was seen by two 
respondents as involving the coordinator. Others saw it as a teaching 
team decision. Four persons listed children as having a say in the 
decision. 
7. When a child might go to the library was viewed mainly as a 
decision made among the classroom, reading, and student teacher team. 
Two included the principal, due to a "pass" system. Four said children 
were involved. 
8. When children would be grouped for reading was seen by most of 
the respondents as being handled either solely by the coordinator or 
by the coordinator in conjunction with others. A few saw the reading 
and classroom teachers as making the decision. 
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How children would be grouped was seen by almost all the 
respondents as involving the language arts coordinator, either solely 
or with others. The principal was named twice as being involved in 
this area. This might have been due to his part in making up the 
demographics of homerooms. 
All reported a team approach was used to determine when and if 
a child might change reading groups. No involvement of the principal 
was indicated. Most common combinations included coordinator and 
classroom teacher or coordinator, classroom teacher, and student 
teacher. 
9. If a class may individualize reading was seen by the coordina¬ 
tor as involving herself and the classroom teacher. The principal saw 
it as a decision for the coordinator, classroom teacher, and reading 
teacher. Two student teachers saw it as a decision for principal, 
coordinator, and classroom teacher. Others saw it in various combina¬ 
tions among the teaching team, with three including the coordinator. 
10. The persons most commonly named as being involved in the 
evaluation process were the coordinator and the classroom teacher. The 
principal was included by three respondents, most probably because he 
initiated the computer element in the school. All reading teachers saw 
themselves as involved. 
An analysis of the responses to the questionnaire can be found in 
Chapter IV. 
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Weekly Reading Profiles 
The weekly reading profiles were designed to reveal an ongoing pic¬ 
ture of reading activities in each of the three classrooms studied. 
Although each student teacher filled out the profile in her own way, cer¬ 
tain patterns of data emerged. 
Reading teachers worked with students out of basal materials on an 
almost daily basis. This did not mean that reading teachers did litera¬ 
ture projects daily with students, as a considerable amount of the read¬ 
ing teacher's work was in skills reinforcement. And although these stu¬ 
dents worked out of basal almost every day, a good many of them, con¬ 
versely, then worked in basal on those same days when they were not work¬ 
ing with reading teachers. 
The students' literature involvement came when reading teachers 
brought in materials, when classroom teachers and student teachers 
planned whole-class book units lasting one to two weeks at a time, when 
student teachers conducted Integrated Days, and when classroom teachers 
and student teachers substituted a novel for the basal during regular 
group work. 
Another important aspect of the weekly reading profiles was the 
data obtained through the category headings, "Supports" and "Constraints." 
Factors student teachers listed as supporting going beyond basals 
included: 
1. Being sometimes able to use reading time for individual 
work; 
2. Being able to use the library; 
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3. Availability of support materials, such as tapes, 
magazines, and records; 
4. The occasional use of Sustained Reading Time; 
5. The cooperating teacher's allowing the student teacher 
extra time to meet with a reading group; 
6. Personal enjoyment serving as impetus for further 
literature work; 
7. The support of the reading teacher. 
Factors listed as constraining included: 
1. The large size of some groups; 
2. Use of basal display materials precluding time to 
read; 
3. Seeing basal groups "discouraged" by groups doing 
literature; 
4. Groups required to work on assignments while listen¬ 
ing to read-alouds; 
5. Classroom distractions (noise from recordings and 
conversation). 
A number of other important supports and constraints were mentioned 
in the interview format and are analyzed in Chapter IV, along with the 
above listing from the weekly reading profiles. 
CHAPTER IV 
ANALYSIS OF THE DATA 
Data in this study were analyzed according to three areas of 
focus: 
1. A chronicling of school and classroom reading activi¬ 
ties to see if observable changes did or did not occur 
in the reading program; 
2. An examination of how beliefs and theoretical orienta¬ 
tions of teachers and administrators were or were not 
translated into classroom practice; 
3. A close look at which factors school personnel saw as 
supporting and which were viewed as constraining in 
terms of their moving beyond basal readers. 
Most of the information related to the first area was gleaned from 
classroom observations, questionnaires, and weekly reading profiles, 
although some came from other data collection instruments. 
The majority of the body of information related to teacher and 
administrator beliefs came from the reading models opinionnaire, whole 
language definitions, and interviews, but, here, also, some came from 
observations and the other collection instruments. Data pertinent to 
the third focus came largely from interviews. 
Focus One: Observed Changes 
The following data are analyzed according to three areas of observed 
change: 
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1. Changes in physical layout of and movement within the 
three classrooms during the three observations at the 
beginning, middle, and end of the semester; 
2. Changes observed in use of materials and reading 
activities; 
3. Changes observed in student and teacher education. 
Physical Layout and Movement 
Classroom A 
During the first observation, Mrs. Darling's sixth-grade classroom 
had three rows of chairs facing the board, with one row placed perpen¬ 
dicularly at the side. The middle group, described by the student 
teacher as being "happy" whatever they were told to do, was the only 
group solely using a basal reader and was the only group that did not 
physically move during the observation. Implications were that the basal 
reader did not facilitate movement within the physical space of the 
classroom, and that, if a group were nondemanding, it was easy to leave 
them in a basal. 
Both the low group and the top group moved during the reading block. 
The low group, divided in half, moved from a book and headset activity 
with the reading teacher to a newspaper activity with the student 
teacher. The top group, working with library books on Native Americans, 
spent most of their time working independently at the reading table, but 
got up frequently to get materials as needed. 
It was apparent that those students working with nonbasal materials 
were freer to move about the classroom on their own or had movement 
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built into their lesson structure by the researchers. The basal 
offered little, if any, observable physical movement during this observa¬ 
tion. 
During the second observation, the position of desks was much the 
same, but there was even greater movement of children in the top and the 
low groups. These two groups were rarely seated during the entire 
period. Again, these were the two groups who worked with literature 
activities, rather than the basal reader. 
The low group worked mainly in the school library. They were in 
the process of preparing a bulletin board display as an extension 
activity of the novel they had just read. A few group members worked 
at their desks preparing materials to take to the library. Other 
group members were working at the library arranging the bulletin board 
display. 
The top group worked at a large refrigerator box which they were 
fashioning to look like the temporary dwelling place of a homeless boy, 
a character in the novel they had just completed. There was much move¬ 
ment involving mixing paints and moving inside and out of the box to 
paint details on it. Students did not ask permission to move and were 
never restricted by teachers in terms of their physical place in the 
classroom. The teachers apparently viewed movement as a necessary part 
of the literature activity. 
The middle group was seated within the rows of desks while, again, 
as in the first observation, doing a basal activity. When they ventured 
over to try and observe what the top group was doing with the box 
activity, they were told to return to their seats. Teachers apparently 
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did not view movement as an integral part of a basal lesson, but rather 
gave admonitions which forbade movement. 
In the third observation, the desks had been moved to form four 
larger tables. The top and middle groups met at these tables to read 
literature and to do workbook activities. This was the only time the 
middle group was observed doing a literature activity. The student 
teacher worked with the low group at a reading table in a basal reader 
lesson at the direction of the language arts coordinator. Students who 
were working with literature were placed at table desks which faced each 
other, giving a greater feeling of informality. The low group, directed 
to return to a basal activity, was taught using a more formal and tradi¬ 
tional arrangement of students at a reading table all facing the student 
teacher who was doing a basal lesson using a flip chart. Once again, 
the basal activities led to a physical structure in which students were 
expected to be passive, except when called upon by the teacher. 
The physical changes in this classroom were largely a result of 
literature activities inviting the movement of furniture and children. 
When children worked on literature projects requiring props, boxes, and 
art materials, a change in room arrangement was a must. These physical 
changes would not have occurred had children been engaged in passive 
reading activities. This set of observations pointed to the fact that 
in this classroom the use of literature brought with it a greater 
variety of classroom experiences and more physical movement for children 
than did an exclusively basal approach. The literature projects were 
decidedly more involving of the students on a physical level than were 
the basal lessons. Additionally, when students who had worked in the 
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freer activities associated with literature were returned to basal, 
they were also returned to its more confining physical structures as 
wel 1. 
Other implications pointed to the fact that teachers saw the move¬ 
ment associated with literature activities as being an important facet 
both of managing a low group and bringing an involving experience to a 
high group. This use of movement also corresponded closely with princi¬ 
ples described in literature on fostering creativity in children. This 
literature discussed how conditions for creative development might be 
greatly enhanced by proper attention given to certain physical aspects of 
the child's development (Smith, 1966). Certainly the children involved 
in the literature activities described had greater opportunity to call 
upon their creativity than the children filling in basal workbook 
pages. 
Classroom B 
Changes in physical layout in Mrs. Brown's classroom were rather 
dramatic as the year progressed. Starting out in six rows, with three 
or four desks per row, Mrs. Brown's fifth grade class looked much like 
a traditional classroom during the first observation. 
During that observation, each group moved at least once during the 
period to work with the various teachers, either at the reading table or 
at different positions among the student desks. This was much how the 
non-pull-out program was intended to work. It allowed each student in 
the classroom time to work with more than one teacher and to spend time 
both in basal and out. 
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During the second observation in Mrs. Brown's classroom, the place¬ 
ment of desks was much the same, but the movement of children was quite 
different. Rather than movement centered around which teacher the stu¬ 
dents worked with next, the movement was based on individual student 
need. This was during the Integrated Day activity in which the reading 
block centered around read-alouds, a whole-group puzzle, and individual 
storywriting and sharing. At this time, the students worked from their 
seats as a whole group, then worked individually on stories. Students 
moved out of their seats as personal need dictated. They approached 
Ms. Prima directly on a one-to-one basis, or she went to a student's 
desk to answer a specific question. 
The structure of the Integrated Day allowed for a good deal of 
student-teacher interaction as need arose. Students were able to move 
to the teacher, or she to them, as personal need dictated. Students 
were not shifted in groups, according to a time period, as they had been 
in the first observation. 
By the third observation at the end of the semester, the rows had 
been completely dismantled. The students' desks had been rearranged to 
form several collegial group tables. Here again, the movement was 
student-dictated, rather than teacher or system-imposed. Students were 
conferring with each other, moving about the room to get materials, such 
as dictionaries, and either approaching teachers or calling teachers to 
their table. 
These observations indicated many physical changes being made in 
Mrs. Brown's classroom. It showed that she and Mrs. Hall, the reading 
teacher, were open to the idea of having an Integrated Day in the 
140 
classroom and that they recognized the value of physically rearranging 
the room to move away from ability groups and toward cooperative 
learning groups. The rearrangement of the room was an important part of 
making this change. 
This classroom also embodied concepts in the creativity literature 
which suggested specifically that "room arrangement" can serve to foster 
creativity through the students' "exploring, manipulating, discovering, 
problem-solving, and working with new materials" (Smith, 1966). 
Classroom C 
Like Mrs. Brown's classroom, changes in the physical layout of 
Mrs. Kelly's classroom were also quite dramatic. At first, the room 
consisted of desks arranged in a large square with a row of desks in the 
middle of the square. At this time, the top and middle group worked 
both at their assigned seats and at the reading tables when their groups 
were called. 
The low group stayed at their desks the entire period. Normally, 
they would have spent part of the time with Mrs. Green, the reading 
teacher. Due to her absence, they remained at their seats. This was 
one of the drawbacks of a system which dictated student movement, not 
according to need, but according to teacher assignment. The students in 
the low group became quite restless and were admonished frequently with 
statements concerning "getting busy" or "Is this all you've done? 
Had they not been placed in a structure in which a teacher s absence 
left them without incentive to read, this situation would not have 
occurred. 
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The second observation, an Integrated Day planned by the student 
teacher, Ms. Hill, revealed a much-changed classroom. Student desks 
were placed in three large circles designed such that each student would 
have an opportunity to complete three reading activities during the 
period. Although the students had never been exposed to this type of 
structure before, Ms. Hill reported that "they did great." This would 
indicate that students readily adjusted to a physically different struc¬ 
ture involving activities they saw as inviting. 
The third observation showed another large change in physical 
arrangement. In a manner similar to Mrs. Brown's room, Mrs. Kelly's 
class had been arranged in cooperative learning groups with several 
groupings of desks forming collegial tables. In marked contrast to the 
first observation, approximately one third of the class was out of their 
seats at a time. They approached Ms. Hill, who was in charge that day. 
They went to the board for a closer look at assignments. They stood 
conferring with each other. Here again, the physical arrangement of the 
classroom, paired with "real" reading materials, fostered a classroom 
alive with movement and purposeful activity. 
Materials and Activities 
Classroom A 
As described more fully in Chapter III (see p. 68), the first 
observation in this classroom revealed three ability groups: the top 
group working in literature and with basal workbook, the middle group 
working in basal, and the low groups doing newspaper activities and a 
book/headset activity. 
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The top group working with library books about Native Americans 
carried out much of their activity individually. This group was limited 
in the amount of time they spent on their individual reading, due to the 
fact that they spent a part of the time working on basal workbook pages 
in order to keep up with the testing component of the school reading 
program. Had this not been felt necessary, the students could have read 
and worked in literature without being interrupted. 
The second observation revealed two groups engaged in literature 
activities, with the middle group still in basal. At the third observa¬ 
tion, the middle group read a novel, while the top group read individual 
paperbacks and did basal workbook pages and the low group returned to 
the basal. 
In looking at materials and activities, it should again be stated 
that Mrs. Darling's absence for a significant part of the semester had 
an impact on materials and methods used in the class. She had expressed 
to the researcher a dissatisfaction with basal and a commitment to bring¬ 
ing in novels. It is reasonable to surmise that literature was not used 
as fully during her absence as it would have been with her daily influ¬ 
ence on the classroom. 
As further evidence of this assumption, the researcher spoke with 
Mrs. Darling during the Spring semester following the study. At this 
time, Mrs. Darling told the researcher that she was planning to get out 
of the basal completely and move her groups into novels and short stones 
and that Mrs. Drake "didn't care," or, in other words, Mrs. Darling had 
Mrs. Drake's support. Mrs. Darling indicated she was in the process of 
finishing up her basal magazines in order to move to literature. 
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Ms. Hunter, the student teacher, despite her success using a novel 
with the low group, was directed to move the group back into the basal 
near the end of the semester. This was the result of a meeting among 
the language arts coordinator, the reading teacher, and the student 
teacher. The assumption seemed to have been that the student teacher 
needed a skills structure in order to help the group progress in reading 
during the absence of the classroom teacher. But the pupils' negative 
attitude toward work in the basal, as opposed to the excitement they had 
expressed over their novel-reading made this approach a questionable one 
in terms of its impact on the student's joy in learning. 
These two seemingly contrasting situations pointed out an interest¬ 
ing and important aspect of a teacher's use of materials at Martin 
Elementary School which is pertinent to mention here. When Mrs. Drake, 
the language arts coordinator, had confidence in a teacher's experience 
and ability to use literature and still deal with skills, she permitted 
or even encouraged the teacher in using literature. When she felt a 
student teacher did not yet have the experience needed, she encouraged 
the use of a basal in order to provide structure. She feared that, with¬ 
out basal use, subtle skills would be lost. 
Overall, the observations indicated a classroom in which basals 
played a definite and observable role. Attention was also being given to 
the inclusion of a number of literature activities. Although the class¬ 
room followed the school's stated reading goal of using the basal as a 
guide and enriching with literature, observations indicated that the 
language arts coordinator's desire to have students in the basal half of 
the time and out the other half was adhered to mostly with the top and 
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low group, with the middle group receiving basal instruction during two 
of the three observations. 
Classroom B 
During the first observation, Mrs. Brown's fifth grade students 
worked in three ability groups. The top group worked in basal, then 
• * , 
shared from their individual paperbacks. The middle group did a basal 
activity, then did a nonbasal looking for details activity with the 
reading teacher, while the low group read from the nonbasal material, 
then did a basal flip chart lesson. 
This format guaranteed that the students did some work out of the 
basal, but it did not guarantee that they worked beyond a skills-based 
structure. Skills were presented to groups as a whole, not necessarily 
having a focus on individual needs. Skill instruction was determined 
greatly by which skills would be tested. The testing component seemed 
to direct teachers to look upon students as groups which needed to pass 
basal magazine tests over common skills, rather than as individuals with 
specific, differing needs. The assumption seemed to have been that 
ability groups could be taught as a unit. 
Glimmers of one-to-one work were seen when Mrs. Brown held a dis¬ 
cussion of individual paperback books with the top group. The students 
had a chance to tell about what they were reading, and Mrs. Brown had 
more opportunity to respond specifically to each child. 
Mrs. Brown's and Mrs. Hall's bringing in of literature beyond the 
basal showed a classroom teacher/reading teacher team attempting to 
foster in the children an appreciation of literature, but the use of 
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skin drills and the time required for workbook completion limited the 
time the class spent with literature. 
During the second observation, no basal material was in use. 
Ms. Prima, the student teacher, conducted a Halloween Integrated Day in 
which read-alouds, a discussion of ghost story characteristics, and a 
story-writing and sharing time formed the reading block. 
This indicated that Ms. Prima, Mrs. Brown, and Mrs. Hall honored 
the idea that reading activities could be created completely apart from 
a basal reader. They viewed storybooks and the children's own writing 
as valuable reading materials during the Integrated Day. The students, 
too, were eager to listen to "real" books and were clamoring to read 
stories they had authored to their classmates. 
During the third observation, reading materials consisted of indi¬ 
vidual student copies of the book Ben and Me. Every member of the class 
had the novel, and several cooperative learning groups made up of chil¬ 
dren of various ability levels had been formed. Various materials sup¬ 
ported this effort. Ms. Prima had collected a number of historical 
objects for display, and each student had an individual folder. There 
was movement away from a skills emphasis and movement toward student 
choices of response activities. This was a decidedly different approach 
than relating to children as ability groups to be taught common skills. 
It showed that the teachers were open to trying new methods and new 
materials with the students, and that they saw value in treating stu¬ 
dents as individuals capable of making choices. 
Overall, the observations indicated a classroom which was open to 
change. The basal was often present, but also evident was the teachers' 
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commitment to breaking away from the basal to do literature units and to 
share their independent reading. It also showed that the literature 
activities were clearly popular and productive with the children. 
Classroom C 
The first observation revealed three ability groups working entirely 
in basal readers and workbooks. When all work was finished, students 
were allowed to read other books. Students were sometimes told, "You can 
do math or penmanship or get a book and read." This demonstrated a pre¬ 
clusion of individual reading by the basal at the beginning of the semes¬ 
ter. The basal was used as the primary source of reading material, with 
independent reading being regarded as a fill-in activity to be used 
whenever extra time allowed. 
It was significant that in this classroom Ms. Hill reported that 
Mrs. Kelly felt that the two of them (student teacher and classroom 
teacher) were to teach reading largely from the basal, while the reading 
teacher, Mrs. Green, was not to teach from the basal, but from her own 
materials. Therefore, Mrs. Green's absence during the first observation 
left a reading block consisting almost completely of basal activities. 
Students were allowed to read library books or paperbacks at their desks 
only when all their work was finished. It was clear that basal readers 
were given priority over literature during the first observation when 
the provider of literature, the reading teacher, was absent. 
The second observation on Halloween Integrated Day saw a reading 
block consisting of three activities set up in three circles: a 
1istening-to-ghost-stories center, a Halloween vocabulary center, and a 
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match-the-word-to-its-meaning center. Students were sent as groups to 
the three different centers. The planning for this day was carried out 
with enthusiasm by Ms. Hill, the student teacher, with Mrs. Kelly, the 
classroom teacher, expressing a willingness to let Ms. Hill "try out her 
ideas" and let Ms. Hill see what worked and what did not. Mrs. Kelly 
and Mrs. Green, the reading teacher, were enlisted by Ms. Hill as 
helpers with the three circle activities. 
The movement of the students during the Integrated Day activities 
was designed so that each group could participate in each of the circle 
activities. The student teacher reported that the children had never 
done anything like this, nor seen the room in this changed arrangement, 
but that they were doing "great" with it. 
Two of the three circles involved a matching activity and a vocabu¬ 
lary activity. The third activity was listening to stories and drawing 
pictures. It called for individual responses. During this activity, 
the student teacher made a number of freeing or empowering statements 
to the pupils: "Everyone will have a different idea" or "You may draw 
what you want." In this structure, the student teacher was able to make 
greater use of statements which honored individual choice. This was in 
marked contrast to the use of a predescribed set of questions employed 
by basal reader lessons. 
The third observation was of a whole-group novel unit activity. 
The time consisted of oral reading among collegial groups, vocabulary 
study, questions, and a writing project. 
In the third observation, children were much more in control of 
functioning in a responsible and happy way 
their own movements and were 
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with their greater independence. The methodology associated with the 
basal reader did not allow for individual choices and independent move¬ 
ment in this classroom, but the methods used with the novel encouraged 
both. 
Observations revealed a classroom in which the student teacher felt 
she had to teach only basal at first. When she did come out of basal 
work to do the Integrated Day and the whole-group novel, these activi¬ 
ties fostered self-direction among children, purposeful movement about 
the classroom, and an observable joy in learning exhibited in the 
demeanor of the students which was not seen during work in the basal 
reader. Ms. Hill was gratified with the students' immediate adjustment 
to this new approach and said that she was more "student-centered" when 
using a real novel and heterogeneously-grouped literature activities. 
Student and Teacher Reactions 
Classroom A 
Mrs. Darling expressed an interest in literature at the beginning 
of the semester and reiterated her interest at semester's end. She 
regretted that her illness left her student teacher somewhat on her own. 
She felt that when she worked in the basal, she fell into the trap of 
following its regimented format. She felt, also, that in matching a low 
basal ability level reader to her sixth grade students the stories 
became inappropriate for them because they were "babyish." 
Ms. Hunter, the student teacher, had a strong positive reaction to 
presenting the low group with their first novel of the year. She 
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reported that the students were inquiring, "Do we read now?" and 
were even asking if they could take the books home. 
Mrs. Morgan, the reading teacher, felt that the children were "more 
relaxed when they're reading novels," but added that it depended "on the 
teacher; the atmosphere." She felt that Mrs. Darling's situation was 
"ideal." She continued, "Other teachers, I don't think, can work that 
relaxed and get that much out of the kids." This remark seemed to 
indicate that she might have had reservations concerning the efficacy 
of a broad-based use of a nonbasal approach, depending on how a par¬ 
ticular teacher might use it. 
The students in Mrs. Darling's class responded in an extremely 
positive fashion to the inclusion of literature in their reading pro¬ 
gram. In all three observations, the top group was busy and involved, 
from their work with Native Americans, to their construction of the box 
project which depicted a homeless character’s novel, to the use of 
individual paperbacks. The middle group was openly envious of the other 
groups who used novels, leaving their own seats to go and observe the 
literature projects. The low groups were, perhaps, the most verbal in 
their positive response to literature and their negative response to 
basal. 
Their asking when they could read their novels and their begging 
to take them home revealed their obvious, animated pleasure in reading 
material they found engrossing and age-appropriate. They also had a feel 
ing of fun and accomplishment when designing and putting together their 
bulletin board display in the library as a culminating activity of their 
novel unit. Conversely, when they were 
moved back into the basal at the 
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end of the semester, their reactions to the less were unmistakably nega¬ 
tive. When asked to respond to an activity on a basal flip chart, stu¬ 
dents said, "I have no idea" and "These cards are stupid." 
It was clear that literature involved these students, that they 
considered working in literature to have status value in the classroom, 
and that they considered the novels more appropriate for their age. 
The literature projects allowed for a wider degree of self- 
expression among the students as they designed bulletin boards, con¬ 
structed a box house, and put together their projects. The use of 
literature encouraged greater conferring among the students, lively dis¬ 
cussions, and numerous interactions. All these observable differences 
in reading activities made the students in Mrs. Darling's classroom 
respond in a decidedly positive and involved fashion in their literature 
projects. 
Classroom B 
All teachers in this classroom expressed a desire to make literature 
a part of their reading curriculum. Mrs. Brown (classroom teacher) found 
the basal bored her if she stayed in it for very long. She liked the 
idea of integrating curriculum, especially when they were able to tie the 
Ben and Me unit into social studies. She was very supportive of 
Ms. Prima's (student teacher) Integrated Day and turned the classroom 
over to her to plan as she wished. Mrs. Brown was amazed at the stu¬ 
dents' wonderfully excited reaction to the Integrated Day. She said the 
looks on their faces when they entered the classroom were one of almost 
unbelievable happy anticipation. She was equally impressed with the 
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supporting materials Ms. Prima collected and displayed for the Ben and 
Me unit at the end of the semester. 
Mrs. Hall (reading teacher) felt that literature in the classroom 
created excitement. She also saw children as enjoying the exposure to 
this material and as benefitting further by learning more about the 
wealth of books available to them. She felt that this fostered a love 
of particular authors. 
Ms. Prima (student teacher) felt that children greatly enjoyed the 
novel reading. She said that she found it easier and more pleasurable 
to work in a classroom which used a great deal of literature and stated 
that the children enjoyed this type of learning more than basal learn¬ 
ing. 
The student reaction to literature in Mrs. Brown's classroom was 
notable. They were thrilled by the Integrated Day and the opportunity 
to share their own writing by reading it to the class. During the whole- 
group novel, Ben and Me, a feeling of happy teamwork was evident. One 
child was heard to volunteer, "I love this story!" No reaction of this 
sort was ever heard or observed during a basal lesson. It was evident 
that literature touched children on a level such that they spontaneously 
expressed delight in what they read. It further indicated that litera¬ 
ture fostered a joy in learning and an eagerness and involvement in 
reading that was not readily apparent when students used basal readers. 
Classroom C 
The classroom teacher, Mrs. Kelly, was not formally observed using 
a novel with her reading group, although she told the researcher she did 
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use them at certain times. She was open to and involved in her student 
teacher s Integrated Day and in the whole-class novel during the stu¬ 
dent teacher s Week in Charge. She felt a teacher had more creative 
input when using literature and that children had greater creative free¬ 
dom during these units. Interestingly, when asked to describe her ideal 
reading program at the end of the semester, Mrs. Kelly told the 
researcher it might be surprising, but she would like to use novels. 
This indicated that Mrs. Kelly was open to change. It also indicated 
that seeing how literature could work quite successfully in her class¬ 
room through the Integrated Day and the whole-group novel may have 
influenced her decision to include literature in more important ways in 
her classroom. 
Ms. Hill (student teacher) responded with an emphatic "Yes!" when 
discussing whether she had observed any differences in the class's 
response to literature in contrast to basal. She felt "the children get 
excited about reading" and that they do better on comprehension. 
Ms. Hill also felt using literature affected her own teaching. Ms. Hill 
reported that she "lets the lessons be more student-centered" when using 
literature. These data indicated that when this student teacher was 
allowed to bring in her ideas about literature, it involved and excited 
the students and served as a positive model for her cooperating teacher. 
Additionally, it enhanced her ability to be a student-centered teacher. 
There was a marked difference in Mrs. Kelly's students' reaction to 
their reading during the progression of the three observations. The 
quiet and controlled basal-dominated reading block wrought a lack of 
interest among a number of students during the first observation. But 
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by the second observation, the class was eager and excited to be par¬ 
ticipating in an Integrated Day. 
And in the third observation, children were working in cooperative 
learning groups and moving purposefully around the room. Students were 
observed conferring, smiling, and enjoying their reading. Children of 
varying abilities worked together with a tangible sense of fun. At one 
point, approximately one third of the class was observed standing or 
moving, rather than sitting, a decidedly different picture than with the 
first observation's basal lesson in which all were sitting. 
In the third observation, children were more in control of their 
own movements and were functioning in a responsible and happy way with 
their greater independence. The methodology associated with the basal 
reader did not allow for individual choices and independent movement in 
this classroom, but the methods used with the novel encouraged both. 
This was decidedly to the students' benefit, because they were less 
passive, more participative in their learning, and took greater interest 
in their reading. 
Summary of Changes Seen During Observations 
The changes in the physical layout of Mrs. Brown's and Mrs. Kelly's 
classrooms were unmistakable. Had Mrs. Darling not been absent during 
the last part of the semester, it is reasonable to assume that her class 
room would have continued to change, as well. From desks in rows to col 
legial tables, from little movement to greater movement, from teacher- 
centered arrangements: all these progressions indicated a palpable 
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change in physical layout over the course of the semester. It indicated 
that the Martin Elementary School teachers studied were open to change, 
that the language arts coordinator was supportive of a physical change 
in the classroom from time to time, that student teachers could be ini¬ 
tiators of change, and that children responded immediately and well in 
adjusting to physical changes in their classrooms. 
It should be said that principles from the fields of creative educa¬ 
tion and open education have emphasized a need for children to engage in 
active exploration of their environment (Barth, 1974). Books written 
linking movement to the language arts have suggested that children bene¬ 
fited from actively responding to literature (Blatt & Cunningham, 1981). 
It was clear that through the use of the Integrated Day and the whole- 
group novel, the teachers in these classrooms were able to make use of 
the tenets of active exploration during times specifically planned to 
incorporate these learning principles. 
It must be noted that these classrooms were connected to a school 
testing component which linked a part of their reading instruction to 
skills testing. Although changes were observed on particular days, it 
was not determined if this sort of change could be sustained on a con¬ 
tinuing basis if the testing element demanded ongoing and consistent 
reading time spent completing test skills exercises. 
In terms of materials and activities, Martin Elementary School was 
also making some changes in its reading program. Materials other than 
the basal reader were being used, although the use of literature some¬ 
times centered around a special event and the use of novels was some¬ 
times sporadic in certain reading groups. The stated goal of "use our 
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basal as a guide and provide other reading materials and experiences" 
was in evidence, although the researcher saw the basal used more as the 
primary source of reading than as a "guide" when it came to instructional 
planning for many children. The use of literature beyond the basal was 
especially true of the reading teachers, who often brought in literature 
as an important part of their materials. The reading teachers went 
beyond the basal on an almost daily basis, but a considerable amount of 
their effort centered around skills reinforcement. Although they were 
able to expose the children to a good deal of literature, the skills 
work limited the time they had to work with literature. Had the school 
testing component not been a major consideration in these classrooms, 
the use of literature could have been expanded even beyond the steps 
already being taken with it. 
When classroom teachers and student teachers worked with novels, 
they saw and expressed pleasure over the positive student reactions to 
literature activities. Additionally, most of the teachers reported 
greater enjoyment in teaching when working with literature. 
Summary of Weekly Reading Profiles 
Overall, the reports revealed that the reading teachers were, 
indeed, working almost exclusively with nonbasal materials, although a 
considerable amount of their work involved skills reinforcement. The 
classroom teachers and student teachers felt compelled to do the 
majority of their work in basal materials. And the times between obser¬ 
vations, according to the reading activity sheets, revealed a curriculum 
anchored by basal, enriched with literature. 
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The weekly reading profiles further supported the fact that this 
was a school making changes in its reading program, in terms of going 
beyond basals, although basals remained the mainstay of the program. 
Some of the classrooms seemed to be including more literature than 
others. Mrs. Brown and Mrs. Darling had moved into literature during 
the first month of school, while Mrs. Kelly wanted the children to get 
used to the classroom by using the basal. In classrooms where teachers 
were more verbally enthusiastic about literature, there seemed to be 
more literature activities. 
Summary of Reading Decisions Questionnaire 
The questionnaire showed, firstly, that almost all respondents saw 
the decision of whether or not a basal would be used as coming from out¬ 
side, i.e., "a system decision" or "a school committee decision." But 
at the same time, they did feel that the amount of time the basal must 
be used was a decision their school could make. 
The questionnaire lent credence to the fact that the school was, 
indeed, changing toward a system in which reading teachers worked as 
real partners with classroom teachers and student teachers. A team 
approach was indicated in large numbers of responses. 
The role of the language arts coordinator as overseer of the team 
was also evident. Her areas of responsibility were seen in varying ways 
by different teachers. Most teachers saw her as working with them and 
as having a large say in reading decisions which shaped the program. 
The role of the principal was seen in scheduling, an aspect which made 
the non-pull-out program work. 
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Focus Two: Beliefs and Practice 
Beyond chronicling the reading program and looking for any changes 
which may have occurred, the study also investigated how teacher 
and administrator beliefs might or might not have been put into prac¬ 
tice. 
Information on this topic was found largely in one or more of the 
following data collection devices: reading models opinionnaire, 
interviews/descriptive questions, and whole language definitions. 
Because there was some duplication of information gained through the 
three collection devices, these devices are not analyzed separately, but 
the data are analyzed and presented as a whole. 
Classroom A 
Mrs. Darling, Classroom Teacher 
Mrs. Darling chose the whole language reading model, stating, "It 
is less fragmented, and it gives greater flexibility. They learn more." 
Of the other models, she said, "It doesn't mean anything to the students." 
In terms of whole language, she stated, "To me it would be an expansion 
of what they know. Social studies, science, etc., all become part of 
the reading process." 
She put her beliefs into action in her classroom by not starting 
classes in the basal, but opting instead for a unit or Indian legends, 
which involved storywriting, artwork, etc. Students in her classroom 
did do basal work, but were also observed doing a number of literature 
projects. 
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She had also commented on the negative aspects on tracking stu¬ 
dents "from first grade on." She put her beliefs into action in this 
area by having her class work as a whole group one day a week. It was 
interesting to note that the semester following the study Mrs. Darling 
moved toward taking all her groups out of the basal reader and into 
literature. 
Ms. Hunter, Student Teacher 
Ms. Hunter looked to her classroom teacher and, later on when her 
classroom teacher was absent, to the other sixth grade teachers and to 
the language arts coordinator for much of the direction her work took 
during the student teaching semester. She said she felt supported in 
going beyond the basal when "the teacher encourages me at appropriate 
times and gives me ideas." 
She selected the whole-language reading model as her ideal, stat¬ 
ing that she felt it gave the whole picture and that children got the 
most out of it. At the same time, she added that she had used all the 
models in her teaching, saying, "I'm just getting used to everything. 
I need to learn the skills, too." Since a skills approach was not 
recommended in Ms. Hunter's college methods courses, it can be surmised 
that she came to this belief from the way she perceived other teachers 
at Martin Elementary School approaching reading. It could be inter¬ 
preted that Ms. Hunter did not truly hold strong beliefs concerning 
whole language. It could also be interpreted that she did believe in 
whole language, but did not want to overstep what she believed her role 
as student teacher to be by asserting her beliefs and insisting upon 
using a particular approach. 
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She wished to do an integrated project on the "Constitution," but 
was not able to push it through because things were "so structured." 
It should be noted that other student teachers were able to do such 
projects in different classrooms. Perhaps it can be surmised that a stu¬ 
dent teacher's degree of taking initiative translated into how much of 
their beliefs they put into practice. 
During the semester, Ms. Hunter put some of her beliefs about whole 
language and going beyond basal into practice. She did a novel and 
related literature-response activities beyond the basal when others 
okayed it, but she did not insist her groups remain in literature when 
others suggested she return to the basal. 
Mrs. Morgan, Reading Teacher 
Mrs. Morgan indicated she "partially agreed" with the decoding model 
of reading and also "agreed" with the language-based model, "because I 
think language should be integrated as a whole." 
She felt that whole language methodology worked best with primary 
students and that whole language, per se, was not being done at Martin 
School. Instead, she felt the approach used here was more experiential 
and hands-on, terms used also by her reading team head, Mrs. Drake. 
Both beliefs were demonstrated in action. Firstly, children in her 
groups were, indeed, doing art projects hands-on (the refrigerator box 
project). And, secondly, she did not always employ techniques of whole 
language with some of her reading groups. The oral reading of a novel 
conducted student-by-student around the table during one observation was 
one example of the use of a more traditional method. 
160 
Classroom B 
Mrs. Brown, Classroom Teacher 
Mrs. Brown selected the language-based model of reading, dismiss¬ 
ing the other two as "too isolated." Her interview contained a number 
of statements which supported this belief. In the interviews, she 
expressed caution in using oral reading as an indicator of reading 
itself. In observations, she encouraged children to talk about their 
reading and provided classtime for this. She saw herself as out of the 
basal "a lot," stating that some may like the rigid atmosphere the basal 
provides, but she would be bored using it exclusively. 
She responded at length concerning her definition of whole 
language, tying it in with extending novels by creating in plays, bring¬ 
ing in related objects, etc. She also mentioned the positive effects 
the structure of collegial learning situations had on the self-esteem 
of children, as opposed to negative outcomes of grouping. 
Mrs. Brown's two-week period out of the basal near the beginning of 
the year, her emphasis on individual paperback reading, her support of 
her student teacher's Integrated Day, and her enthusiasm surrounding the 
whole-class novel unit on Ben and Me were all indicators of ways she put 
her beliefs into classroom practice. 
Ms. Prima, Student Teacher 
This student teacher selected the whole language or language-based 
model of reading, thinking it was most like what they had been doing in 
their class. She also observed as a kind of aside that she thought the 
decoding model and skills model were sometimes used with students of 
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lower ability or students in which English was not their first 
language. 
She stated she was "trying" to use whole language, but acknowledged 
that, as a student teacher, one had to adapt. She had found 
Mrs. Brown's classroom an easier place to use whole language techniques 
than a former placement which had emphasized skills. She said when she 
was a classroom teacher she wanted to work mainly with whole-group 
novels or with novel groups based on student interests. 
Ms. Prima put her beliefs into action during the semester by 
volunteering to do an Integrated Day for the class. She also worked 
with the language arts coordinator in ordering books for the Ben and Me 
unit. During her student teaching "Week in Charge," she taught the 
class using a literature base, constructing open-ended questions, and 
giving the children choices among projects they would like to do. 
Mrs. Hall, Reading Teacher 
This reading teacher spoke of two areas she liked to emphasize: 
skills and literature. She was observed working in both areas during 
the three observations. When asked if she always worked in material 
other than basal, she replied, "Yes, but not always out of skills." 
She attempted to present skills differently than the basal and the 
classroom teacher have done, hoping it would "spark an understand¬ 
ing." 
She felt herself most in agreement with the whole language model 
of reading, but did allude to the fact that she liked the way the decod 
ing model "was set up." She chose the whole language model because she 
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liked the fact that it was "giving them everything." She expressed 
that students need "a blend, a good balanced blend." 
Mrs. Hall exhibited a belief in the skills work she did with the 
students, along with a belief in the value of read-alouds, her support 
for the whole-group novel, and her bringing in of books beyond the basal 
reader for the children's reading enjoyment. In these ways, she put her 
beliefs into practice. 
Classroom C 
Mrs. Kelly, Classroom Teacher 
Mrs. Kelly chose the decoding model of reading, saying, "This is 
more of what I do." She then pointed out that it was the way she was 
taught and the way she had taught first-graders in the past. She felt 
that reading was "more" than the skills model, and that she had never 
exactly used whole language in her classroom, but saw how it worked 
with a young relative of hers who had had difficulty reading. 
She was open to the possibility of whole language as an alternative 
form of reading or even to supplant the basal, which could then be used 
as "the alternative." She added, "I'd have to see it done." Mrs. Kelly 
seemed to the researcher to be ready to move toward greater use of 
literature. 
Her beliefs about reading as decoding were carried out in the 
classroom through her view of herself as the basal teacher, with the 
reading teacher being nonbasal. Novel reading was something she some¬ 
times did with her three groups, but it did not occur on the days the 
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researcher observed. The beliefs about decoding translated into use 
of guided workbook activities and workbook skills done independently. 
At the same time, Mrs. Kelly's belief that she could be open to 
new ideas allowed the student teacher greater flexibility to try new 
strategies as the semester progressed. Mrs. Kelly actively partici¬ 
pated in the student teacher's Integrated Day, used novels given to her 
by the language arts coordinator on occasion, and let the student teacher 
use a whole-group novel unit during the student's "Week in Charge." 
This openness also was further evidenced by semester's end when 
Mrs. Kelly expressed to the researcher that, in her ideal reading pro¬ 
gram, she would like to use novels with her students rather than the 
basal. 
Ms. Hill, Student Teacher 
Ms. Hill specified a "mixture between decoding and language-based" 
as her choice of reading models. She felt most of her student teaching 
experience had been using the decoding method, but she "definitely 
appreciated" the language-based model. This seemed to indicate that 
she was trying to reconcile the whole language methodologies she had 
learned in college methods courses with the basal she had been given 
to teach. 
She expressed frustration to the researcher that she "wasn't 
allowed" to bring in much literature beyond the basal and that she "had 
to do the magazines in the basal." She also said that she felt the 
evaluation techniques "control the reading program, as far as I'm con¬ 
cerned." 
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Ms. Hill did pull out of the basal in her Integrated Day and 
during her Week in Charge. She changed the room arrangement on both 
occasions. She also used actual literature in the form of the Edgar 
Allen Poe tales and in the children's novel, Freaky Friday. She managed 
the children in a decidedly different manner when using literature. The 
three groups moving through three activity centers on the Integrated 
Day and the numerous cooperative learning groups used during the 
Freaky Friday novel demonstrated her belief to move to an approach which 
would be more freeing and less controlling of the children. 
Mrs. Green, Reading Teacher 
This reading teacher chose "a combination of the final two" (skills 
model and language-based model) as the models with which she was most in 
agreement. She selected the skills model, "because my job is to bring 
in support for the teacher, like syllabication." She personally saw 
herself using "mainly whole language, with skills integrated." She did 
not use worksheets, and wanted, instead, to be "reading lots of books" 
with the children. 
Mrs. Green put her beliefs into practice in both these areas. She 
saw the classroom teacher as the "primary teacher of reading,' and sup¬ 
ported Mrs. Kelly in helping out with skills, such as sequencing, if it 
were coming up on a basal test. Additionally, she had brought many 
books in during the semester, and even made a list of these books for 
the researcher. She said, "I enjoy reading novels, and I think the 
students pick this up." She spent some time in the classroom teaching 
reading from a skills model when she specifically supported the teacher 
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and teaching reading from the language-based model as she brought in 
books, such as the Frog and Toad, to foster love of literature. 
Nonclassroom Personnel 
Mrs. Drake, Language Arts Coordinator 
On the reading models opinionnaire, Mrs. Drake indicated that she 
thought most children learned to read using an approach, such as the 
decoding model, particularly in first or second grade. She liked cer¬ 
tain aspects of the language-based or whole language model, but 
objected to the term "whole language." 
To Mrs. Drake, the term "whole language" was a"catchall." She 
did not feel comfortable with it, "because every time I ask someone in 
reading what whole language is, I get a different answer." She also 
stated, "I don't think you'll find any classroom teachers saying they 
do whole language, because they're indoctrinated that they do a basal 
approach, even though they don't realize they're out of a basal more 
than in it." 
This belief had a number of implications upon the practice of 
classroom teachers at Martin Elementary School. One teacher felt she 
had to get back into basal, because she had been out for two weeks doing 
a literature unit. Another saw herself as the basal teacher, with the 
reading teacher being the focus for nonbasal work. Student teachers saw 
workbooks as needing to be completed so that they would have something 
to show the administrators. 
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Although the majority of teachers interviewed had positive feel¬ 
ings about whole language methods and the student reaction to such 
methods and seemed open to innovation, the extent to which they could 
put these beliefs into practice might have been limited. Both 
Mrs. Drake and Mr. Larson expressed concerns about the use of whole 
language. Both these administrators, as well as Superintendent Coplin, 
felt they must be concerned with issues of accountability, which they 
felt that the structure of a basal program provided. 
It should be noted that one classroom teacher, Mrs. Darling, 
worked out a plan with Mrs. Drake whereby her classroom moved completely 
beyond basal for a portion of the semester following the study. This 
coincided with Mr. Larson's view of Mrs. Drake as capable of making 
most major decisions for the reading program, and it also fit with 
Superintendent Coplin's statement that a teacher might be able to move 
toward with the approval of an immediate supervisor. It is significant 
that the administrators were open to teacher-initiated ideas as long 
as system guidelines were met. 
As to the non-pull-out program being carried out by the reading 
teachers, Mrs. Drake believed the idea originated with her and one of 
her colleagues, Mr. Evans, now city reading coordinator. They convinced 
the principal of the plan, and he "went to bat" for them. He did what 
was needed in "the meetings before the real meeting," so that the pro¬ 
gram could come into being. She saw the principal as being very com¬ 
mitted to the language arts and as relying on his staff as to the par- 
should be carried out. ticulars of how the program 
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This lent credence to the fact that reading innovations could be of 
the grass-roots variety, that ideas which could reform the reading 
program could come from teachers, rather than being imposed upon them. 
At the same time, it was prudent to note that, in order for the non- 
pull-out program to work, it had to have administrative support. The 
teachers worked in tandem with the principal to make the program a 
reality. They did this by talking with the principal and convincing 
him of the plan's efficacy. Then the principal worked with administra¬ 
tors of Chapter I, magnet, etc., to make sure what the reading teachers 
were doing within the classrooms met the guidelines of those programs. 
Meetings were held several times during the semester in order to have 
this occur. 
The position of language arts coordinator was a most powerful one 
in terms of shaping and influencing the reading program at Martin 
Elementary School. The following list showed how a number of 
Mrs. Drake's beliefs were put into practice: 
1. The non-pull-out program in which reading teachers 
work within classrooms (which she and Mr. Evans con¬ 
ceptualized) came to be, with the support of the 
principal. 
2. She was a strong proponent of the basal, and it was 
the primary reading material in the reading program. 
3. She had clear reservations about whole language, and 
the school was not identified as a whole language 
school. 
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4. Her desire was to use basal and nonbasal materials 
on a fifty/fifty basis, and the school was beginning 
to move in that direction. 
5. She noted that when she was a reading teacher and 
did a week of skills, then a week of reading, the 
children loved the week of reading. So she 
encouraged some use of novels. 
6. She saw herself as accountable for the reading 
progress of the six hundred fifty children in the 
school and used a computer system to test and to 
monitor students monthly. 
7. She believed in the promotion of reading, and did 
so through a building theme, author visits, a read¬ 
ing incentive program, and other excitement- 
builders. 
It seemed clear that Mrs. Drake was helping the school move beyond 
the basal reader and was bringing in greater literature than they had 
ever done before in a number of important and exciting ways for the 
children. Additionally, her initiation and support of non-pull-out of 
students had placed professional reading partners within the classrooms 
on a daily basis, so that a minimum of two teachers was available to 
children during the reading block. 
At the same time, the support of the basal brought with it home¬ 
rooms based upon three ability groups of children, literature programs 
which some felt could be done on a limited basis due to a testing compo¬ 
nent in the basal, and a grouping of novels assigned to each basal 
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reader, making much of the literature an extension of the basal group 
to which a child was assigned. 
This seemed to go back to issues of accountability, of working in 
a system in which there were inordinate numbers of student transfers 
with the city which had to be dealt with, and of reservations about the 
concept of whole language and how it might impact the system of reading 
at Martin Elementary School. 
Mr. Larson, Principal 
Mr. Larson's selection of the whole language or language-based 
model of reading suggested a belief statement from his expressed con¬ 
cerns about whole language. He thought of the language-based reading 
model in terms of "you want to get to something like this." He also 
felt the choice of a reading model was affected by where the child was 
in skill development. His concerns about whole language seemed to cen¬ 
ter around writing issues more than reading issues. He was concerned 
that spelling and punctuation get to a correct or standard form. 
Mr. Larson commented that his background was "not liking to read 
at all." He blamed that on the school system from which he came. "All 
we did was read the book, read the book, read the book, and never get 
to the extended. Since that's happened to me. I'm almost making sure 
it doesn't happen to anybody out there." This was consistent with his 
overall interest in the language arts, his creation of the position of 
language arts coordinator, and his support of literature extension 
activities. His disagreement with those who would "throw out the 
textbook" was consistent with his practice of wanting the basal reader 
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in the school, and his beliefs that students should be monitored in read¬ 
ing was consistent with the use of computer testing at Martin Elementary 
School. 
Mr. Larson spoke of being "very traditional" and of how he wanted 
"to see kids do things right." He described his ideal reading program 
as having four components: "One, a group of kids somewhat the same in 
ability; two, make sure there is a basal reader, for a guide; three, 
make sure there is somebody who's coordinating the whole program and 
evaluating, then next step; four, get all the ancillary staff to work 
within the classroom so both the teachers are working toward the same 
goal of teaching reading to the students. ... It works." 
The four components Mr. Larson described were at work at Martin 
Elementary School during the semester of study, so it could be said that 
all four of these beliefs were put into practice. The firt two compo¬ 
nents could be categorized as traditional, while the final two could be 
said to be innovative. Indeed, this combination of tradition and inno¬ 
vation did seem to be apparent in the picture of reading at Martin 
Elementary School. 
One of the components in particular, the use of reading teachers in 
the classroom and not as a pull-out program, was an area Mr. Larson had 
taken on at the behest of Mrs. Drake and her former teaching associate, 
Mr. Evans. Once Mr. Larson took belief about that component to heart, 
he went into action, meeting with administrative heads of Chapter I, 
magnet, etc., as well as the Assistant Superintendent of Schools to imple 
ment that program. Consequently, Martin Elementary was the only school 
in the city to use its reading teachers in this non-pull-out fashion. 
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The above example of putting belief into practice was preceded by 
another be!ief-into-practice experience Mr. Larson had. He decided he 
would no longer be simply a "building manager," but would be the curricu¬ 
lar or "educational leader." He put this belief into practice by work¬ 
ing toward the creation of a vice-principal's position. It took over 
two years, but he was successful in creating and filling the position, 
putting a belief about his own priorities into practice. Despite his 
selection of the whole language model of reading, he shared Mrs. Drake's 
beliefs about whole language, and the school, indeed, was not known as a 
school committed to whole language. 
Patterns of Teacher Beliefs 
The researcher found an additional interesting pattern in the data 
on beliefs. On the reading models opinionnnaire, the following was 
found: 
1. All student teachers mentioned at least two of the 
models in their responses. The researcher attributed 
this to the fact that the language-based model had been 
emphasized in the students' college methods course, 
but that they had experienced other models of read¬ 
ing at Martin Elementary School. 
2. All classroom teachers picked one model of reading, 
indicating they had settled on one way they had come 
to think about reading. 
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3. All reading teachers mentioned employing or con¬ 
ceptualizing two models of reading. The researcher 
felt this occurred, due to the dual role in which the 
reading teachers functioned at Martin Elementary 
School, both as providers of literature and as 
reinforcers of skills. 
Overall, the data indicated that teachers did tend to put their 
beliefs into practice in a number of observable ways. The extent to 
which they moved beyond basal seemed to be affected by their interest 
in literature and the strengths of their negative or confirming beliefs 
about the basal. Almost all the teachers expressed positive feelings 
about whole language, while some of the administrators expressed reser¬ 
vations. 
The administrators' beliefs that children "loved a week of reading" 
or needed to do more than "read the book, read the book," was also 
translated into action. Although the basal was used in every classroom, 
teachers were encouraged to get out of it periodically. The reserva¬ 
tions that the superintendent had concerning the basal and issues of 
accountability were reflected in the reservations of the principal and 
the language arts coordinator at Martin Elementary School. It is possi¬ 
ble that Mr. Evans, the city reading specialist, might help the system 
evolve toward the use of greater literature if the influence of his 
program spread. 
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Focus Three: Supports and Constraints 
The weekly reading profiles provided a listing of supports and con¬ 
straints student teachers felt in moving beyond the basal (see 
Chapter III, p. 132). In addition to these, additional supports and 
constraints appeared in interviews and were important to analyze. 
Feelings were important supporting elements toward moving beyond 
the basal. The teacher's own enthusiasm and the children's excitement 
were both part of the experience when literature was used. Specific 
support from others in the school was also part of the broader category 
of support. 
Each student teacher reflected upon the supports and constraints 
she felt. Ms. Hunter felt support when a large group was divided 
between the reading teacher and herself in order to make the group more 
manageable. Other supports included enjoyment of being out of the basal 
or out of the classroom for a library project and the use of "real" mate¬ 
rials, such as the newspaper. 
Ms. Prima felt supported by the availability of materials, the use 
of visuals in lessons, and participating in situations in which children 
were allowed to make individual decisions and work at their own pace. 
Constraints she experienced included interruptions. The interruptions 
were caused by school assemblies and by announcements made over the 
intercom during lessons. 
Ms. Hill felt supported by the work of Mrs. Green, the reading 
teacher in the classroom. Like Ms. Hunter, she felt supported when she 
was able to use library resources. And, like Ms. Prima, she felt 
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child-directed activities were desirable. In terms of constraints, she 
disliked the fact that children had to finish work before they progressed. 
She also felt constrained by the idea that children were expected to con¬ 
tinue with their work during read-aloud times. 
Constraints appeared in two major areas: time and the testing pro¬ 
gram. The basal was cited as consuming large amounts of time, because 
"You're trying to get through it." Another teacher said getting in three 
groups during the reading block was a time challenge. 
One teacher wanted to do away with the testing. A student teacher 
felt the evaluation techniques "control" the reading program. Another 
felt she had to make sure the workbook pages were done in order to have 
something to "show" parents and administrators. 
In the area of supports, a number of factors were cited. One 
teacher mentioned feeling support from the principal and the language 
arts coordinator, as well as from her own belief system. Another felt 
supported through being given novels to work with. And, overall, a 
general theme of "encouragement" from others was noted as a support. 
Working with others who were willing to innovate was very important. 
CHAPTER V 
CONCLUSIONS AND RECOMMENDATIONS 
Summary 
This study chronicled three elementary classrooms' reading programs 
over the course of a semester to consider how schools go beyond basal 
readers in bring literature to the classroom. It examined what elements 
supported this movement and what elements were constraints, particularly 
in classrooms whose teachers were taking beginning steps in that direc¬ 
tion. 
The questions which guided this study were: 
1. What observable changes in an elementary school reading program 
might occur over the course of a semester? 
2. How are beliefs and theoretical orientations of teachers and 
administrators translated into classroom practice? 
3. What elements do specific school personnel view as supporting 
of their going beyond basal readers and what elements are constraining? 
The study was conducted in an urban elementary school having a 
majority Hispanic population. The city is in the New England area. The 
study focused upon three classrooms within the elementary school. Data 
were collected and analyzed according to the three areas of focus. 
The researcher visited the classroom approximately two times per 
week. During the semester, three formal observations were made at the 
beginning, the middle, and the end of the term. Three classroom 
teachers, three student teachers, and three reading teachers assigned to 
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the classrooms were interviewed. Additional interviews were conducted 
with the building principal and language arts coordinator. City adminis¬ 
trators interviewed included the superintendent of schools, the city 
reading coordinator, and a city desegregation officer. 
Interviews were conducted using an ethnographic style which con¬ 
sisted of using a set of guided questions and going beyond the questions 
whenever necessary. 
Data collection instruments included a reading decisions question¬ 
naire, a reading models opinionnaire, whole language definitions, and 
weekly reading profiles. 
Changes 
The tenets of change discussed in Chapter II concerned three areas: 
defining change, involving staff in the change process, and recognizing 
that change takes time. 
Definitions of change were probably most concisely contained in 
Martin Elementary School's "School Improvement Plan." Goals for reading 
included improving basic reading skills, providing opportunities to par¬ 
ticipate in expanded reading experiences, integrating reading into the 
language arts and other academic areas. The language arts coordinator 
reported to the researcher that at an end-of-semester faculty meeting it 
was determined that, in the area of reading, Martin Elementary School 
was meeting all its goals. 
The researcher was aware of the computer monitoring of students 
(periodic computer card testing over basal skills to assess progress) 
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which was designed to help meet the first goal of improving basic read¬ 
ing skills. The researcher also observed in action the carrying out of 
the second and third goals: providing opportunities for expanded read¬ 
ing experiences and the integration of reading into other academic areas. 
This indicated that Martin Elementary School was setting goals for its 
reading program. And the fact that three of the seven overall school 
goals dealt with reading issues showed a commitment to the language 
arts. 
However, in some instances, one goal might have impinged upon 
another. The computer-testing element of the first goal took time away 
from expanded reading experiences and the opportunity to carry out cur¬ 
riculum integration. 
Additionally, with some personnel considering basal readers as the 
primary source of reading materials or as the skeleton of the program, 
literature was sometimes viewed as an extra or as supplementary mate¬ 
rial. 
With whole-group novel units in its infancy stage at Martin 
Elementary School, curriculum integration was sometimes looked upon as 
a special or occasional theme, rather than as a way of teaching. And 
although the student teachers conducted successful Integrated Days, the 
language arts coordinator felt that teachers were not being shown how to 
do Integrated Days without investing "megatime." 
The physical changes in classrooms at Martin Elementary School 
during the three observations were dramatic. From traditional rows of 
students engaged in basal lessons at the beginning of the semester to 
table groups of cooperative learners using whole-group novels, the 
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change in classrooms was notable. This showed that administrators and 
teachers at Martin Elementary School were flexible and open to innova¬ 
tion for specific projects. 
The changes in student reaction to literature projects, as opposed 
to basal reading lessons, was also palpable. When working with litera¬ 
ture activities, students exhibited a tangible joy in learning. Their 
faces expressed happiness and their greater movement about their class¬ 
rooms indicated a purposeful involvement quite different from the 
passive attitudes assumed during basal lessons. At no time during a 
basal lesson did children verbally express enjoyment. To the contrary, 
negative mutterings could be heard. During literature activities, 
children volunteered spontaneously, "I love this story." 
Teachers also reported changes in their own attitude when using 
literature. They claimed to be more enthusiastic and to have greater 
control over how creative a lesson could be. With basal, they expressed 
feeling "bored" or that it was "downtime." 
The second tenet of change, involving teachers in the change 
process, was met on some levels, but not on others. The principal saw 
himself as "traditional" and as the "boss." He felt strongly that 
change had to start with the principal. At the same time, he recognized 
the expertise of certain members of his staff and relied upon them 
heavily in shaping certain aspects of the reading program. He saw most 
decisions for change as necessarily being made by himself and other 
administrators within his school. He felt teacher input came just after 
a decision was made. He would decide whether or not a program would be 
done, then teachers could make decisions on how it would be earned out. 
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The language arts coordinator involved teachers on a different 
level. She encouraged reluctant teachers to try literature by bringing 
them a number of novels from which they could select one to use with 
their class. The reading decisions questionnaire also showed her work¬ 
ing as a part of a decision-making team along with the classroom teach¬ 
ers, reading teachers, and sometimes student teachers. Decisions involv¬ 
ing changing grouping, material usage, etc., were often made in ways 
which included teachers. 
A third tenet of change, that of honoring its long-term nature, was 
put into action in a number of ways at Martin Elementary School. The 
principal and the language arts coordinator both expressed an awareness 
of this tenet. The principal said that he felt that there was no reason 
to be in a rush over implementation, because "we're not going anywhere," 
meaning career educators should be used to being involved in the long¬ 
term nature of change. The language arts coordinator felt that if she 
could get a reluctant teacher to venture into literature that it "made" 
her year. 
Also, the fact that Martin Elementary School had phased in its non¬ 
pull-out program, starting with fourth grade and adding a grade each 
year, indicated that they respected the process of change, rather than 
imposing the new program in all grades within the same year. 
The Role of Beliefs 
The way respondents replied regarding the reading models opinion- 
naire led the researcher to draw a number of conclusions. All student 
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teachers selected two models, rather than one. The researcher concluded 
that they were in the process of reconciling what they saw occurring in 
basal reading groups to the language-based model of reading they had 
been taught in their college methods class. The classroom teachers all 
chose one model, indicating that they had settled in their own mind the 
way they would ideally want to teach reading. The reading teachers also 
alluded to two models each. The researcher concluded that this 
reflected the dual nature of the way they saw their roles in the class¬ 
room (as bringers of literature and as skills reinforcers). 
Almost all the teachers indicated that they held beliefs which were 
positive concerning whole language. Both Martin Elementary School 
administrators expressed serious reservations about whole language. This 
may have limited, even in subtle ways, the permission some teachers felt 
to use principles of whole language in their classrooms. The teachers 
may also have been somewhat constrained by a lack of broad past experi¬ 
ence in that area, although they expressed openness to trying whole 
language activities. 
The researcher felt that personnel did attempt to put their beliefs 
into action. But the extent to which beliefs were put in practice was 
bounded by the person's own initiative and by systemic constraints. 
Supports and Constraints 
Teachers in this study felt supported in moving beyond the basal in 
many ways. The encouragement of others was mentioned as a strong sup¬ 
port. Being teamed with other teachers who also wanted to bring in 
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greater literature was important. Having the support of administrators 
was helpful to one teacher. The availability of materials also supported 
this movement. Other teachers felt supported by their own internal 
belief structures. The positive reactions of children also encouraged 
teachers to use more literature. 
The constraint mentioned most often concerned the testing component 
of the reading program at Martin Elementary School. Some teachers felt 
compelled or required to have children spend reading time completing 
basal workbook pages. Others felt many of the skills tested were unneces¬ 
sary. One student teacher felt that testing and evaluation "controlled" 
the reading program. Another felt she must have workbooks done to "show" 
parents and administrators. 
The researcher also felt that the issue of accountability might have 
been a constraint to the school administrators. It is possible that they 
would have felt freer to promote wider use of literature had they not 
felt the basal reader with its computerized testing component provided 
them with a concrete way of monitoring reading progress. 
Recommendations 
Martin Elementary School was uniquely qualified to move toward 
greater literature use, due in part to the fact that at least two pro¬ 
fessionals (three with student teachers) were present in the classroom 
during the reading/language arts block. Individualized reading in which 
students could self-select novels and read from real literature would 
be in essence, twice as easy to implement with two teachers available 
to conduct individual reading conferences and to aid students in all 
aspects of their reading. 
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This same structure could foster greater involvement of children 
in many aspects of the reading program, such as book selection, choices 
about literature response activities, and a general sense of greater 
ownership on the child's part of his or her own reading. 
Issues of funding need to be further addressed, as the basal reader 
was funded by school committee policy, while expenditures for books are 
based on a per pupil figure and was allocated at the discretion of the 
individual school administrator. Martin Elementary School was working 
to increase its library, but not all schools do so. 
The language arts coordinator had suggested to the researcher that 
there was now "no labeling" at Martin Elementary School, due to the fact 
that reading teachers taught all students within the classroom. The 
researcher suggests that Martin Elementary School carry on with this 
desire of no labeling by exploring ways to do away with categorizing 
children according to which basal they have been assigned, i.e., 
"Journeys Group, Celebrations Group." 
Since the testing component was seen by many to be a constraint to 
moving toward greater literature, alternatives to monthly magazine tests 
and skill drills seeking to teach skills to be tested could be 
explored. 
Additionally, the researcher suggests that administrators from other 
school districts examine the principles of change and shared decision- 
making discussed in this study in terms of their usefulness to various 
school situations. 
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Suggestions for Future Research 
This study, like most, resulted in some unanswered guestions and 
suggests a number of directions one might take in conducting further 
investigations on moving beyond basal readers. The following are sug¬ 
gestions for further research: 
1. Long-Term Research. Studies of innovations over periods of 
one to two years are rare. There is great potential for obtaining new 
and important information about reading innovations by studying a move¬ 
ment over time. 
2. Larger Groups. Since this study focused on a reading program 
in an elementary school in an urban setting of majority Hispanic popula¬ 
tion, forming generalizations are difficult. Similar studies should be 
conducted in various settings or in a number of elementary schools within 
a system. Total involvement of all school staff members would provide an 
additional variation. 
3. Student Attitudes. This study focused on school personnel. 
Further research could examine student attitudes toward basal readers 
and literature. 
4. Tenets of Change. It might be useful for administrators and 
other agents to change to consider how the tenets of change presented 
in this study could be of value in their particular school situations. 
5. Accountability. Accountability is a political issue in any 
innovation, and it would be important to have a study conducted on this 
topic. 
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6. Evaluation. Attention is beginning to be given to the role of 
evaluation in whole language programs. A study examining different ways 
to evaluate whole language learning in the classroom would be useful. 
7. Stages of Whole Language. Whole language can come about 
gradually or in stages. A study comparing definitions and practices of 
people who say they are applying whole language could be helpful. 
8. Student Teachers. A study of the role of the student teacher 
in the classroom and the implications of differences in teacher educa¬ 
tion would be of interest to many educators. 
9. Children's Decision-Making. Giving children ownership of their 
work has been found to be a valuable aspect of individualized reading 
and of other areas of whole language. A study of children as decision¬ 
makers in their own elementary classrooms would be important. 
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APPENDIX A: 
READING DECISIONS QUESTIONNAIRE 
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THE READING DECISIONS QUESTIONNAIRE 
NAME: SCHOOL: 
Generally, in your educational setting, 
who decides: 
1. If basal readers will be used? 
A. Which basal reader will be used? 
B. How much of the time basal 
readers will be used? _ 
2. How much of the time books other 
than basals will be used? _ 
A. Which books other than basals 
will be used? _ 
B. When these books will be read? _ 
C. Which of these books will be read? 
When reading will occur? - 
4. A. If a classroom will have a reading 
center or corner? _ 
B. When children may use the classroom 
reading center or corner? _ 
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5. 
6. 
7. 
8. 
9. 
10. 
When children will read independently? 
A. When children may engage in a 
literature-response activity? _ 
B. Which literature-response activity 
a child may do? _ 
When a child may go to the school 
library? _ 
When children will be grouped for 
reading?  
A. How children will be grouped for 
reading? __ 
B. If a child may change reading 
groups? ___ 
C. When a child may change reading 
groups? ___ 
If a classroom may individualize 
reading?__ 
How reading will be evaluated? 
<c *—i1 | Q- CC 
CL 
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Based on The "Who Decides" Questionnaire developed by B. J. Wolfson, 
University of Wisconsin-Milwaukee, April, 19b9 
Revised by: Michael P. Cussen, University of Massachusetts, 1972, 
and Masha K. Rudman, 1978 . „ . _ 
Adapted to The "Reading Decisions Questionnaire by Toran Isom, 
University of Mdssdchusetts, 1988 
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READING MODELS OPINIONNAIRE 
NAME: SCHOOL: 
A Decoding Model of Reading 
I view reading mostly as a pro¬ 
gression. A child begins with a 
base of sounds and symbols, proceeds 
to words and then to meaning. 
I view reading mostly as a spiral 
composed of individual skill steps 
based on a set of sequential 
skills. 
A Language Based or Whole Language 
Model of Reading 
I view reading as a core of meaning 
intersecting and interacting with 
sounds, written symbol, and grammati¬ 
cal structure. 
som, 1988. 
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WEEKLY READING PROFILE 
NAME: SCHOOL: 
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WHOLE LANGUAGE DEFINITIONS 
Please write your definition of whole language and share any thoughts 
you have about it. 
Do you observe any differences in children's responses to reading when 
you are using literature or novels in contrast to when you use basal. 
Do you notice any differences in your own teaching? Please describe in 
response to both questions. 
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